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ABSTRACT
ss sional staffing has taken place without
teachers, students, or aides experiencing its potential
benefits. Teacher aides are not being used efficiently and
effectively by their cooperating teachers. This is due pri-
nia.rily to the fact that marginal or poor interpersonal rela-
tions exist between cooperating teachers and their parapro-
fessionals. In order to enhance the effectiveness and effi-
ciency of the teacher-paraprofessional team, their supervisor
must encourage in them positive interpersonal relationships
and mutual professional team support.
There is a need for inservice and team training for both
cooperating teachers and paraprofessionals ; for great job
satisfaction through more appropriate use of available talent;
and for clearer perception and greater acceptance of "helping
relationship" roles.
Although role confusion, inadequate personal cooperation,
a lack of mutual trust and respect, and generally poor commu-
nications are obstacles to teachers and paraprofessionals
developing productive helping relationships , they can become
more effective in solving their interpersonal problems and
more effective in meeting the needs of their students through
closer working experiences, joint classroom planning, encoura-
ging and rewarding efforts of all members of the team, facil-
itating open and continued communication, and creating greater
- 2 -
role awareness and acceptance. Tension may.be reduced as the
role assigned to a paraprofessional is perceived and per-
formed by the paraprofessional reasonably close to the ex-
pectations of the cooperating teacher.
Cooperating teachers should take the lead in developing
a helping relationship with paraprofessional aides through
providing patient leadership, direct supervision and support,
and by allowing aides to contribute as much as possible toward
the education of children. The only logical limitations to
using paraprofessionals are the needs of children in an edu-
cational situation and the talents and abilities of the para-
professional. They have been used successfully to perform
administrative, housekeeping, supervision, planning, enrich-
ment, advisory, and instructional duties.
Teachers as well as paraprofessionals must be allowed to
progress as far as they wish and their abilities permit. The
benefits to students are obvious and the success of a para-
professional will not be exclusive to the successes of the
teacher
.
The more secure a teacher is, the more likely he or she
is to engage in an effective and efficient helping relation-
ship with a paraprofessional. Teachers in the study generally
agreed that such a relationship was not possible when para-
professionals are pushy, have unacceptable images, are unortho-
dox in their classroom methods and behavior , are uncooperative
- 3 -
and demanding, are unresponsible
,
and are taking too many
shortcuts to becoming certified classroom teachers. On the
other hand, there are increasing reports of successful re-
l^"tioi^ships between teachers and paraprofessionals and v?here
there is mutual commitment it is possible to engage in pro-
ductive helping relationships. Teachers are finding it
extremely advantageous to structure new and varied roles
for paraprofessionals and children are benefiting from more
resourceful educational teams.
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PREFACE
There is an increasing use of educational parapro-
it
fessionals in classrooms. Although there has been much
success in enhancing the education of children through para-
professional staffing, there is evidence that paraprofes-
sionals in general are not used as efficiently and as
effectively as they could be.
Efforts to improve the working and interpersonal rela-
tions of teachers and their paraprofessionals along with
pedagogical and team training should be instrumental in
enhancing their success in improving the quality of educa-
tion for children.
This study proposes to refine available knowledge con-
cerning paraprofessional staffing in order to improve the
interpersonal and professional relations between coopera-
ting teachers and their classroom aides. This dissertation
may be used as a professional manual for school personnel
who are directly responsible for the orientation, supervision,
evaluation, and support of auxiliary personnel in the classroom.
*Paraprofessional--an auxiliary personnel performing sup-
portive services while on a course of career _ development via
formal course training and/or on-the-job training.
to time teacher aide will be used to describe the same
individual.
VI
Major sources of information have been made possible
through my two-year job responsibilities as Academic Coor-
dinator of the Career Opportunities Programs in Worcester
and Springfield, Massachusetts; as a supervisor for the
educational practicums for C.O.P. aides in those cities; and
I
as instructor in a semester course entitled "Effective
Utilization of Paraprofessionals" for in-service teachers in
the Worcester public school system.
Vll
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CHAPTER ONE
A GENERAL REVIEW OF THE LITERATURE
AND RESEARCH FINDINGS
An estimate for 1970 indicated that there were more than
175,000 teacher aides working in auxiliary roles in American
schools.^ Hired as assistants to hard pressed teachers, such
aides have become an increasingly important resource for
schools. Ordinarily paid less than certified teachers, para-
professionals have increasingly undertaken instructional roles
in addition to clerical and other non-instructional roles.
These paraprofessionals performed a wide range of duties while
2
under the direct supervision of their "cooperating teachers."
Increasing paraprofessional staffing reflects a promising
and growing interest in team teaching; in lower staffing costs;
3
and in community participation through neighborhood aides.
The current situation is that some of the hopes have dimmed
^William S. Bennett and R. Frank Falk, New Careers and Urban
Schools (New York: Holt, Rinehart and Winston, Inc. , 1970)
,
p. 2
^Cooperating teacher— the classroom teacher who is responsible
for supervising the supportive activities of a paraprofessional
in the classroom.
^For a summary of the reasons as they apply to urban schools,
see Bobby F. Gentry, "Differentiated Staffing for Urban Schools,^ ^ ^
• - ’
. School of Education,unpublished dissertation (Amherst, Mass.:
University of Massachusetts, 1972).
2because of ineffective use of paraprofessionals
. Administrators
must now apply new techniques to assure better cooperation be-
tween paraprofessionals and their teachers.
Reasons for Ineffective Use of Paraprofessionals
First, there is a general lack of knowledge and skills among
teachers and administrators about how to use paraprofessionals
effectively in the classroom. They expect paraprofessionals to
be instantly productive—able and willing to accept and perform
any assignment with a minimum of guidance. Newly assigned para-
professionals seldom measure up to such high expectations. They
are often eager to teach but are uncertain of their roles. They
need and expect a more detailed description of their on-the-job
training. As a result, expectations on both sides are unmet.
Teachers and administrators often feel burdened as they suffer
through ill-planned and poorly supervised paraprofessional pro-
grams and eventually lose faith in aides as viable solutions to
their many classroom problems . Some teachers have expressed
feelings that paraprofessional staffing costs too much in efforts
and pays too little in gains
.
4
Second, many educational administrators refuse to use para-
professionals and often where there is commitment for their use.
^Educational administrator— "this term is used to represent
anyone responsible for the supervision, training, ^^id we are
of a paraprofessional. Cooperating teachers are administrators
along with principals, supervisors, team leaders, sub3ect
mat
specialists and department chairmen.
3it is for the wrong reasons. Teachers, principals, superin-
tendents
,
cominunity leaders
,
education professors
,
and para-
professionals all seem to ignore or give low priority to more
i
appropriate reasons and motivations for paraprofessional staff-
ing.: improving the learning process; improving children's self-
I
I
images; increasing school-community interaction; and meeting the
needs of children through small group and individualized instruc-
tion. The desire to deal with the above priorities too often is
lost in poor personal and professional relations between teachers
and aides. Instead, teachers often support the use of parapro-
fessional personnel for the sake of getting "helping hands." In
most urban schools, teachers are burdened with large class enroll-
ments and unmanageable and obsolete curricula. They generally
welcome any help they can get to offset their daily crises, but
do not find the time to plan for effective and efficient use of
their aides.
School principals, often loyal to conservative notions of
professionalism, have been initially less willing supporters of
paraprofessionals in classrooms. The possibility of neighborhood
aides, "with God only knows what agendas," entering their care-
fully insulated classrooms is threatening. If teachers demand
loudly enough for helpers, principals give in to placate them.
But even supportive principals may not adequately create, main-
tain, and monitor policies and rules to foster proper utiliza-
tion of aides.
4Superintendents have seldom listened to ‘the classroom teach-
ers' frustrations and gripes. Superintendents have supported
the use of auxiliary personnel to appease their restless and
demanding communities especially in black, urban ghettos. The
innovative superintendent will decide that paraprofessional staff-
ing is the appropriate thing to do, but has too often neglected
the preparation of principals and teachers for the change in
staffing
.
Community leaders, especially in urban areas, have gener-
ally supported the use of paraprofessionals as a means of provi-
ding more needed jobs for the poor and as a possible route toward
greater community control.
Professors of education regard paraprofessionals primarily
as change agents--as means of permeating conservative school
systems with personnel more open to university experimentation
in teacher training, team teaching, and differentiated staffing.
Finally, many paraprofessionals have primarily wanted a
job. Considerations of their impact on the education of children
has been secondary. Without adequate on-the-job training and
challenging responsibilities, their sense of helplessness in-
creases and precludes their individual development and service
.
Teachers and paraprofessionals can not be successful in
their classrooms in meeting the needs of children until they
learn to function as a team and develop conducive helping rela-
tionships with each other.
5Third, generally cooperating teachers and their aides have
not been successful in developing essential "helping relation-
ships. Role and personal conflicts preclude their success as
a team. Aides feel bitter about their limited and undefined
. Teachers feel threatened by aides seeking greater re-
sponsibilities. Insecure teachers zealously guard their class-
room autonomy and dislike sharing their material and educational
resources with their aides. Defensively and selfishly, they
deprive aides of opportunities for meaningful work with chil-
dren. Aggressive aides may be discouraged by claims that they
are not ready for teaching responsibilities, by references to
vague state laws prohibiting aides from performing "teaching
duties", by rigid interpretations of Federal Guidelines for
Title I Aides, and by keeping them busy with housekeeping and
other non-educational assignments.
Unfortunately, when some teachers do share responsibilities
with aides, they are given children with severe learning or
behavioral difficulties. Then, aides are unjustly blamed for
those inherent failures and are envied if by some quirk of
fate they succeed.
This unclear and unproductive staffing arrangement becomes
complicated with mere surface trust and limited respect between
teachers and aides: the result has been a fragile toleration,
erroneous assessment of the other's feelings of job security,
6esteem, and self-actualization, and insufficient, closed or
unused lines of communication.
The available literature about paraprofessional staffing
reveals the general frustration at the low payoff from a pro-
gram with such high promise. Most studies have stressed three
I
(
crucial prerequisites for successful teams of paraprofessionals
and cooperating teachers:
(1) a dire need for in-service and team training for both
cooperating teachers and paraprofessionals
,
(2) greater job satisfaction through more appropriate use
of available talent, and
(3) clearer perception and acceptance of helpful roles.
Joint in-service training can provide the necessary tool-
ing of paraprofessionals and retooling of teachers to better
understand and appreciate each other's role in meeting the edu-
cational needs of children. Klopf , Bowman, and Joy have classi-
fied in-service training in three categories: (1) generic
training (educational theory), (2) skills training, and (3) human
relations training.^ Bryce Perkins has stressed the on-going
nature of in-service training. L. Jean York has urged that
^Gordon J. Klopf, Garda W. Bowman, and Adena Joy, A Learning
Team: Teacher and Auxiliary (New York: Bank Street College of
Education
,
19 69 ) , p . 14 3
.
^Bryce Perkins, Getting Better Results from Subs titute's,
Teacher Aides, and Volunteers (Englewood Cliffs, N.J.: Fren
tice-Hall
,
Inc
. ,
1966)
,
pT
7'tra.inBd ""to understanding the necessity for involving
the professional, paraprofessional
,
administrative personnel in
. , 7appropriate planning sessions." Mel Robb has pointed to the
importance of an atmosphere of patience and cooperation during
the training process. In-service training must be conducted
in an atmosphere of patience and cooperation if a healthy work-
ing relationship is to develop.
The crucial product, of course, is to train the coopera-
ting teacher and paraprofessional to function as an educational
9
unit. Proper training should reflect the particular needs of
the situation and personnel. A more traditional definition of
role expectations will preclude much hope for change. Educa-
tors generally have developed a "I can't do it attitude" and
have become the victims of unproven, but momentarily convenient,
rationales to do nothing.
Tradition has provided an impersonal escape for the teacher
from the real and initially more threatening course of account-
ing for and remediating personality differences. While dealing
with personalities in the relationship is subject to high emo-
Jean York, Prerequisites for Good Planning Sessions in
Team Teaching (Dallas: The Leslie Press, 1971), p. i.
®Mel H. Robb, Teacher Assistants (Columbus, Ohio: Charles
E. Merril Publishing Co., 1969), p. 29.
^James S. Payne, "Teacher Aides--Yes, Maybe, No," Virgin!^
Journal of Education (Feb., 1971), p. 19.
8tional resistance, educators may more effectively focus on and
solve the problem through manipulating interpersonal behavior
as it relates more specifically to the job situation and accept-
able working relationships.
Pedagogical training is not the major problem in parapro-
fessional staffing. Once a person has assumed a position as
an aide, he enters the profession with already developed exper-
tise and talents and through further training, becomes even
more qualified for flexible assignments. A greater problem has
been the effective and efficient utilization of those already
existing and newly acquired skills-talents . Perkins has de-
fined effective utilization as "using all staff members at their
highest levels of ability. A more practical and realistic
goal would be for educational administrators to seek "optimum
(versus maximum) utilization of the special interest and capa-
bilities of available human resources.
The success of teacher-paraprofessional teams depends
largely on the quality of their job related interpersonal rela-
tionships. York has contended that successful team teaching
is a result of "teachers’ knowledge of goals, their versatility,
and interpersonal rapport." Both parties must be aware of the
effect of their behavior on the other and be able to create a
^^Perkins, Getting Better Results , p. 33.
^^York, Prerequisites
,
p. 11.
9climate of mutual acceptance and support. Klopf defined this
climate as one based on open and honest relationships regardless
of age, background, or life experiences. Carl Rogers and Arthur
I
Combs referred to that climate of mutual support as "helping
. . 12
relationships .
"
l^he major focus of this dissertation will be on improving
relationships between cooperating teachers and paraprofession-
als. This study is most essential. Paraprofessional staffing
has taken place without teachers, students, or aides experien-
cing its potential benefits. There is a dire need to develop
the human resources available in our urban setting and a real
challenge to use those resources more effectively and effi-
ciently to offset the failures of our urban public schools.
Despite growing interest in the use of paraprofessionals
in education, inadequate and improper use of teacher aides
persists. A heuristic study of the use of classroom aides has
been conducted in Worcester, Massachusetts (1971-1972). Pre-
^^York, Prerequisites for Good Planning , p. 1;
Flanders, The Role of the Teacher , p. 3;
Klopf et , A Learning Team , p. 44
Arthur W. Combs, et al.. Helping Relationships (Boston:
Allyn and Bacon, Inc., 197TT, p. 293; and
Carl Rogers, "The Characteristics of a Helping Relation-
ship," The Planning of Change , ed. by W.G. Bennis (New York:
Holt, Rinehart and Winston , Inc . , 1969), p. 154.
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liminary and unofficial reports suggested that there are no
measurable advantages for inner-city children v;ith classroom
aides over those without classroom aides. While these results
I
were surprising and probably accurate, they certainly are not
conclusive. An awareness of the many uncontrollable and un-
1
I
measurable personal, cultural, and institutional variables
prevent us from reaching or accepting simplistic and prema-
ture conclusions regarding the disadvantaged child syndrome.
The interpersonal and professional relationships that exist
between cooperating teachers and their paraprofessionals are the
major variables that determine their success in enhancing the
quality of education for children. In order to learn as much
as possible about that relationship an extensive study was made
of seventy-nine paraprofessionals working in the public schools
of Worcester and Springfield, Massachusetts. Answers to ques-
tionnaires and follow-up group discussions and individual inter-
views revealed the following data: (See Appendix A for ques-
tionnaire .
)
1. Responsibilities of paraprofessionals in twenty-four cases
were not clearly explained.
I
j
2. Only fourteen of the paraprofessionals could choose their
cooperating teacher.
i
I
!
^^The writer spent two years working with most of these
I
paraprofessionals and had obtained a relationship with them
j
based on mutual trust and respect.
11
3. -Twenty-five expressed definite impatience with their rate of
advancement and another twenty felt unsure if they were being
advanced in appropriate time.
Thirty-nine felt qualified to do far more in their classrooms
than they were allowed to do.
5. Twenty had doubts about their cooperating teachers’ prepara-
tion for teaching.
6. Sixty-six stated they trusted their cooperating teacher.
(100% of the teacher interviewed and surveyed stated their
trust for their paraprofessionals )
.
7. Only three were not sure of their respect for their coopera-
ting teachers
.
8. Twenty- two were uncertain if their cooperating teachers were
interested in their professional growth.
9. Only nine felt that their cooperating teacher gave them too
much to do.
Iffl. Thirteen had had verbal or attitudinal conflicts with their
cooperating teachers
.
11. Forty- three did not attend meetings with their cooperating
teachers
.
12. Communications appeared to be fairly good as only five felt
their teachers were difficult to talk with and fifty-eight
felt free to discuss anything with them.
12
13. Sixty-seven said they got a chance to participate in teach-
ing activities, but observations in most cases proved their
claims to be exaggerations
.
14. Thirty-three of the cooperating teachers did not periodically
discuss their paraprofessionals
’
performance with them. (In
a discussion with the paraprofessionals it was revealed that
communications was only good on the surface.)
15. Sixty-one of the paraprofessionals felt that they worked
well with their cooperating teachers.
After reviewing the questionnaire responses, it becomes
fairly obvious that most of the paraprofessionals and coopera-
ting teachers have not achieved functional helping relationships
with each other. Responses on a follow-up survey of thirty-one
of the same respondents from Springfield, Massachusetts again
suggested the lack of helping relationships. (See Appendix B
for format of survey.) Only one paraprofessional rated her work-
ing relationship with her cooperating teacher as needing much
improvement; seventeen rated their relationships as needing lit-
tle or no improvement; and thirteen rated their relationships as
excellent ("couldn't be better").
The verbal descriptions of their relationships proved to
be more valid (consistent with follow-up group discussions and
individual interviews) than their inflated ratings which were
based on the amount of conflict and unpleasantness as opposed
to being based on concepts of helping relationships.
13
Available literature and surveyed experiences have indi-
cated the problem. The major issue now is to suggest appropriate
to produce improved knowledge, positive attitudes,
effective skills
,
and supportive behavior for paraprofessional
staffing. Ultimately these strategies will enhance the team
performance of teachers and aides and can be instrumental in
improving the education of children. In short, the task is to
develop administrative tools and techniques which may be used to
improve the relationships between cooperating teachers and their
paraprofessionals
.
Educators-administrators need tools far more effective
and efficient utilization of paraprofessionals. They must be
open to and find ways of improving the relationships between
teachers and their aides and should be actively concerned with
defining and allowing additional and more timely roles for
paraprofessionals in their classrooms.
The suggested administrative techniques are based upon
extensive interviews with teachers and paraprofessionals who
have worked together, interviews with specialists in the field
of differentiated staffing, participation in workshops and con-
ferences on paraprofessional staffing, questionnaire and survey
I
responses of teachers and aides , observations of teachers and
' aides in their classroom environments , and discussions with school
administrators responsible for paraprofessional staffing. Various
I
I
I
I
I
I
ij
I
I
I
14
case studies representing the combined viewpoints of administra-
tors, teachers, paraprofessionals
,
and students have been devel-
oped in order to illuminate the problem.
In order to obtain relevant and realistic data, the research
was both descriptive (surveying expressed opinions and attitudes)
and experimental (observing styles, techniques, interpersonal
relations and personnel responses in classroom settings. Most
of the research was empirically based, as a useful survey on the
topic should not lose the "smell of the classroom," but the impli-
cations and recommendations for practical applications are largely
theoretical. The scientific method was used extensively as a
foundation developing analytical and decision models for the pro-
fessional development, administration, and evaluation of person-
nel involved in paraprofessional programs.
Major tasks performed included surveying and determining
the problem(s); developing analytical and decision models; and
outlining administrative tools-techniques for improving inter-
personal roles of cooperating teachers and paraprofessionals
.
1
1
I
CHAPTER TWO
SELECTED CASE STUDIES WITH VARIOUS APPROACHES
FOR SOLVING THE PROBLEM SITUATION(S)
Research data for this chapter was gathered from survey-
ing and investigating some actual experiences of cooperating
teachers and paraprofessionals in the Springfield and Worcester
Public School systems. The cases suggest rather complex prob-
lems, but the focus of the presentation and the analytical con-
cerns highlight those problems that affect the relationships
between cooperating teachers and their paraprofessionals . The
various analytical approaches applied to different cases could
be used singly or in different combinations to study other as-
pects of the problem situations.
Solutions to the problems are limitless and the best solu-
tion will be the one that works in alleviating the problem with-
out producing new and greater problems. There are no "school
solutions," but some suggested solutions and/or pertinent ques-
tions to be answered will be presented after each case study.
More specific solutions and rationales for such are presented
in the content of the next three chapters.
The following case studies are presented to highlight vari-
ous aspects of faulty helping relationships between cooperating
teachers and their paraprofessionals. Various steps of problem
solving techniques will be emphasized in the analyses of cases.
16
Case S~tudy : Assuming Responsibility for Training and Supervision
of Paraprofessionals
For three years, a teacher had been assigned to a fifth grade
level in a school located in a Model Cities area. Due to over-
crowding of the main building, her class and one sixth grade class
were moved to an adjacent renovated building. They were rarely
visited by administrators or supervisors and generally determined
their own rules for classroom discipline. The teacher regarded
the children as "tough" but manageable.
In spite of her small stature and soft-spoken and easy
going disposition, she managed to be firm when she had to and
maintained an atmosphere in her classroom that was conducive
to learning and was well liked by her students.
During her fourth year she was pleasantly surprised with
the assignment of a paraprofessional to her class. Although she
was not consulted, she expressed delight in having an extra pair
of hands in her classroom of approximately thirty-five students.
Since the aide was black, she felt he could serve as a source of
racial identity for some of her students. The principal ex-
plained to the teacher that the paraprofessional was not just an
aide, but an intern in his senior year of college and therefore
would be expected to teach the entire class in time.
The intern was large, well-built, and a Vietnam veteran.
He generally used his size and heavy voice to command the
atten-
17
tion and behavioral compliance of the students. He lived in the
general neighborhood and came from a low socio-economic back-
ground, similar to that of the children in the classroom. He
respected the teacher as a successful classroom leader, but he
soon took advantage of her sympathy and kindness. She remained
polite ;and considerate toward him, but she admitted a lack of
understanding of him.
The intern observed the class for the first few days in
order to become acquainted with and adjust to the daily routines.
His first teaching attempt was to take a small math group to help
them with remedial skills. After several days he became bored
with his workload and the hours of sitting around in the class-
room; the cooperating teacher decided to assign him a reading
group, which he enjoyed and performed most satisfactorily.
He soon expressed an interest in teaching history to the
class, which the teacher agreed to and arranged. The teacher
felt that this is where the major trouble began. He felt he could
not hold the interest of the whole group. It was hard to main-
tain the attention of this class, and the intern just could not
seem to command their respect. After a few weeks, he decided
that the difficulty was the subject matter, so he requested a
change and was allowed to teach science. Again, he was unsuccess-
ful in maintaining class interest. He became frustrated and dis-
couraged.
18
During all of "this time, the teacher thought she knew what
the problem was . She attributed the problem to the aide ' s south-
ern accent and his lack of clear speech. Some of the children
had complained that they could not understand what he was say-
ing. In private, she asked him to speak a little more slowly
and clearly. He tried to improve his speech, but as the class
would become restless and noisy, he would speak more rapidly and
less distinctly again. The teacher found it very hard to offer
constructive criticism, so she did not mention his speech prob-
lem to him again. She expressed the feeling that the class was
not an easy one to teach, but since the intern has said he eventu-
ally wanted to teach in an inner-city classroom, she felt he must
keep trying.
The teacher tried staying in the room when he taught, but
that did not help maintain order in the classroom and he was
unable to present his lessons. She frequently had to assume
responsibility for restoring order and it would take her as much
as ten minutes to calm the class after his lesson was over.
The intern was frequently absent from school and provided
vague but unquestioned excuses to his cooperating teacher. He
I
expressed doubt whether he had what it takes to be a teacher
j
and assured acquaintances that he would seek employment in
«
I
other field or would go to graduate school.
I
some
Analysis of Case
19
The most basic step in analyzing a case is to identify the
problem. A simple way to determine the problem is to examine
the stated and implied hypotheses and to classify them according
to their validity. The following hypotheses explaining the
paraprdfessional ' s failures were presented or implied in the case
material
:
1. The class v;as "tough"
2. A minority aide relates well with minority students
3. The insufficient workload caused the aide's boredom
4. The aide's major problem was due to his Southern accent
5. The teacher should not criticize this aide
6. The aide "doesn't have what it takes"
7. The aide's performance was unacceptable
8. The best way for the aide to experience success is to keep
trying
9. The children are the main source of the problem
10. The aide is the main source of the problem
11. The teacher did all she could to help the aide.
Although there was room for dispute, probably only the
seventh hypothesis as suggested by the aide's behavior and the
teacher's reaction was factual. The first and third hypotheses
were assumptions with reasonable validity. The second, sixth
and eighth hypotheses represented less valid opinions. The
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remainder of the hypotheses should be labeled ' distortions as they
were the least valid and misleading.
The very ambiguity of the case raises certain important
questions about the best way to guild a relationship between a
teacher and an aide:
1. How much and when should responsibilities be given to interns?
2. How much and how close should the cooperating teacher super-
vise the intern?
How can the cooperating teacher change the behavior of the
intern without being too critical?
3 .
Case Study : Developing Professionalism in Neighborhood Aides
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A paraprofessional comes from the neighborhood. She is
often takes it upon herself to be liaison between
school and parents. Many tales are carried home in which the
I
paraprcifessional does not know the entire story. Parents become
upset because of testing, group, and special teachers.
This person has held a position of responsibility in the
mother's club and neighborhood council. These positions were
only held for a limited time. She was voted out after a term
in office. There is dissension between this person and the pres-
ent people in office. She is a hard worker but must always be
the leader.
Analysis of Case
The general facts are much clearer and more acceptable
in this case. The analytical technique used was to survey and
evaluate as many alternative solutions as possible. The follow-
14
ing alternatives were listed and evaluated:
1. Do nothing
2,.. Discuss requirements for professionalism with paraprofessionals
^^This list was developed in a class taught by the author to
a dozen cooperating teachers in the Worcester, Massachusetts Public
School system.
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3. Initiate proceedings to get rid of aide
4. Transfer aide to another teacher who could accept or deal with
her aggressiveness
5. Transfer aide to another neighborhood school
6. Give aide additional responsibilities
7 . Demand aide refrain from misrepresenting teacher and school
8. Relate to aide the confusion that has occurred and ask her
suggestions for improving the situation
9. Ask aide to serve as liaison between school and parent and
to keep the teacher informed about community feeling concern-
ing education
10. Inform principal and ask that he speak to the aide
11. Let aide know who is "boss"
12. Undermine the aide’s ability to serve as liaison
13. Put aide on probation for such behavior
14. Reward positive behavior of aide and ignore negative behavior
15. Keep aide informed so that she may be more accurate in informa-
tion she releases to the neighborhood.
Using a rating scale of poor, fair, and good, the dozen
teachers made the following evaluations predicting the relative
effects of the alternative solutions presented:
#1 - Poor
The problem is too serious to ignore; the paraprofessional
is not likely to become sensitive to or assume
responsibility
for the problem and may not change her behavior.
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#2 - Good
On-the-job training should be provided by the cooperating
teacher and should include developing professional ethics.
#3 - Poor
This action represents an evasion of responsibilities and
is contrary to basic principle of New Careers--utilizing availa-
ble human resources.
#4 - Poor
Transferring the paraprofessional to a less critical teacher
may reinforce the negative behavior.
#5 - Fair
This action will solve the immediate problem, but does
nothing to change the professional attitude of the paraprofes-
sional and will not guarantee extinction of the unwanted behavior.
#6 - Fair
This action may satisfy the aide’s need for feeling impor-
tant, but does not deal with the negative behavior.
#7 - Fair
This deals directly with the problem but may not change the
attitude of the aide and will probably impair the interpersonal
relationships of the teacher and the aide
.
# 8 - Good
This aide is made aware of the problem situation and is
included in finding s. solution.
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#9 - Fair
This is theoretically the role the aide should play but
without preparation may be considered a reward and therefore
a reinforcement of the unwanted behavior.
#10 - Poor
The cooperating teacher would not be facing her responsi-
bilities and this mostly will undermine their interpersonal
relationships
.
#11 - Poor
This action is threatening and does not deal specifically
with the problem.
#12 - Poor
The teacher should work to enhance that ability and such
action of personal attack is contrary to rules for developing
helping relationships.
#13 - Poor
The teacher cannot change or control such behavior without
changing the paraprofessional ' s role perception and professional
attitude
.
#14 - Fair
Rewarding the positive behavior should pay high dividends,
but the magnitude of the negative behavior cannot be
ignored
and the obvious satisfaction of carrying the news to
the com-
munity is reinforcing.
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#15 - Fair
It:*s only a weak assumption that with more accurate informa-
tion, the aide will report only that information. Nothing is
done to change the unprofessional attitude of the aide.
SUGGESTED QUESTIONS FOR DISCUSSION
Most alternatives indicate a poor probability of success and
only two appear good because they start a process through which a
better relationship may develop. The difficulties in finding a
solution may suggest two general issues for the management of
paraprofessionals in the classroom. First, should a paraprofes-
sional serve in a school in the same neighborhood where she lives?
Second, in what non- threatening ways can the cooperating teacher
instill in the paraprofessional an obligation for more profes-
sional behavior?
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Case Study : Opening Communications
i
A paraprofessional was doing his student teaching in a de-
partmentalized elementary school. He assumed full responsibility
for teaching math to the fifth grade. The school had a rigid
I
I
bell schedule and teachers were expected to start their lessons
at a particular time and to finish no later than a particular time
each day. To the disgust of cooperating teachers, the intern
seldom finished his class on time. Within their ranks, teachers
expressed their annoyances over the resulting inconveniences.
They were, however, reluctant to take the matter up with him
because they regarded him as negative and defensive when criti-
cized. Apparently, he did not realize that the problem existed.
'p^0 intern was a Vietnam veteran and was about the same ege
and from a similar socio-economic background as his cooperating
teachers. He felt extremely confident of his mastery of his
subject matter and his teaching ability. In fact, he felt as
prepared, and in some cases, more prepared to teach than the
regular cooperating teachers. He displayed an arrogance that
teachers ignored in his presence, but talked about in his
absence
They admitted his talents but resented his lack of
considera-
tion for them.
The acting principal admired and saw the intern
as a prodi-
gy of educational excellence and
negotiated to employ him as a
regular teacher to fill a mid-year vacancy ,
while the intern yet
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had a semester remaining to complete his college degree program
and was without teacher certification. Teacher objections mounted
but remained clandestine. They were relieved when the regular
principal returned from a long illness and rejected the proposal.
The paraprofessional has now completed his requirements for
his degree and certification and has received a contract for the
coming school year. He, along with other new teachers, has received
a contract, while the veteran teachers of that particular city
have been without contracts for more than eighteen months during
a teacher union and school committee negotiation impasse.
The problem in this case clearly lay with a lack of communi-
cation between an aide and the regular teachers over two issues
where a crisis might have developed, but reflecting a general
problem that threatened future crises. A number of possibili-
ties existed for the cooperating teacher at the time he was
dis-
turbed over the lateness problem.
1. Say nothing; let things cool and blow over.
2. Send note to the paraprofessional mandating a
change in his
behavior
.
3. Request paraprofessional to help find a
solution to the
problem.
4. Set date to discuss situation for later
time.
5. Go to the "boss" for a solution.
Confront the paraprofessional immediately
and directly and
tell him what is expected of him.
6 .
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7. Immediately, but calmly, discuss the situation with the
paraprofessional
.
i
^ Three of the best responses to the problem situation
provide for opening communications with the intern. Their
relative merits are:
1. (#4). . maybe the best alternative as it provides a
"cooling off" period and gives the teachers a longer time
to plan how to best present the situation to the parapro-
fessional.
2. (#3). . an excellent alternative as it includes the para-
professional in developing a solution to the problem.
3. (#7). . this alternative may open communications, but
could be too soon and therefore too emotionally dealt
with.
All other alternatives are unacceptable because they fail
to open communications and fail to help change the parapro-
fessional’s understanding.
4. (#1). . "saying nothing" does not open communications
and a similar conflict may arise in the future.
5. (#2). . this alternative does not allow
for other per-
son's reaction and could lead to even greater
conflict.
6. (#5). • this may be considered as a
definite attempt to
and could lead to hostilities.avoid communicating
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7. (#6). . this implies the use of power or force and may
not be effective in changing the paraprofessional '
s
understanding and empathy with the problem situation.
30
Case Study ; Bringing about an Understanding and Acceptance of
Assigned Role
A paraprofessional was a mother from the neighborhood
who worked part-time, several days a week, as a classroom
aide. She was only about 19 or 20 years old, but had an atti-
tude that she was fully qualified to teach when she first
entered the classroom. She felt since she was a mother and
the teacher was single without children, that she was more
experienced and qualified to deal with children. She refused
to take directions or suggestions from her cooperating teacher.
She stifled children with help whether they needed it or not
and often would work with a child during a lesson that was
being taught, again whether the child needed help or not.
Obviously, this paraprofessional has a number of emotional
needs that are so great that they prevent her from adequately
understanding and accepting her assigned role as a teacher s
aide. Some of the aide's unmet needs are:
1. Security—The aide demonstrated a need to prove her worth-
whileness and attacked the competency of the teacher as pro-
j 0ctions of her own probable incompetencies.
2. Social--As the aide "stifled children" who didn't
need
obviously seeking rapport and belongingness.help, she was
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3. Self-Esteem--The^ aide sought to demand respect from the
teacher and children because of her role-experience as a
mother.
4. Self-Actualization—The aide demonstrated a need to help
individuals and displayed a strong desire to teach and was
unfulfilled in simply being supportive to the cooperating
teacher.
The aide must be briefed on what duties are expected of
her and what behaviors she must change. Some of her personal
needs will be met in serving the teacher and children but the
teacher must guard against allowing the aide to satisfy her
needs at the expense of poor "helping relationships" with
students
.
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Case Study ; Determining the Paraprofessional * s Role in Disci -
plining Students
A mother became a paraprofessional and was assigned as
a classroom aide in the neighborhood's school. She ignored
the disruptive behavior of a particular child in the room
and according to complaints made by her cooperating teacher,
she was not objective and often showed poor judgment in
assessing the guilt and liability of this child during group
violations of good conduct rules. The teacher often regarded
the child as responsible for the trouble. She judged the aide
unwise and unprofessional to ignore and deny the child's nega-
tive behavior. In general, this teacher was somewhat uncom-
fortable having neighborhood aides in her classroom.
Discipline is one of the critical issues for the aide-
teacher relationship, particularly for urban schools. Despite
an altogether too common lack of empathy, cooperating teachers
have to remain responsible for discipline. Yet a good admin-
istrative technique would have the teacher talking with the
aide about the reasons for discipline. Any shortcut to punish
the child or limit the aide's responsibilities represents a
serious diminution in the team's potential effectiveness.
33
Case Study : Developing Mutual Love and Respect
A kindergarten teacher works with a paraprofessional
who is employed under Title I. The aide lives in the project
nearby and is a divorcee with seven children. Working as a
teacher aide is a source of income for her. She has held
this position for a few years. Last year, the previous teacher
complained about problems with her. She was supposed to have
been fired, but was hired again.
The aide’s position in the classroom was to help those
children who were slow learners. For instance, she helped
to teach them to write different letters and numbers and also
how to write their names . The few children she was working
with needed a lot of attention, practice, and encouragement
on a one-to-one basis . The teacher noticed that the aide
didn't have much patience and made discouraging remarks about
the children's progress. For example, one child who tried
hard was told: "You don't listen. You’ll never make it to
first grade. You never do anything right. In some instances
Qiiildren cried because of the aide's remarks. The children
no longer wanted her to help them.
The aide also interfered when the teacher was teaching
a lesson. The teacher would be instructing a lesson in front
of the class and the aide would come out with untasteful
remarks—remarks where she criticized the children's work or
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"the "teacher’s way of^ "teaching. One day "the children were
making turkeys . The teacher told them to take their red crayon
to trace around their hand; the aide rudely interrupted and
said, "Who ever heard of a red turkey? Boy, you are dumb.
When you get married and cook a turkey for your husband, he
won't know what he's eating." The children looked confused.
The turkeys were not to be colored red, the red was to be
used only as an outlining for cutting, but the teacher just
ignored the remark.
The aide also tried to discipline the children and she
did this in a threatening way. The aide read a story to the
children when a little girl spoke up saying that she could not
see the picture in the book. Because the child spoke up, the
aide told her that if she talked again she would lock her in
the bathroom where she couldn't see.
The teacher believes that this aide behaved this way be-
cause she has been employed longer than the teacher and is
older. The aide also feels that she can go through any
material the teacher has on her desk.
The teacher said little and tried to ignore the situa-
tion. She became tense in trying to think of a tactful way
to talk to the aide. The children are frustrated because
they
do not know whom to listen to. The teacher is afraid that
eventually there will be a conflict with the aide which
will
affect the children.
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This case presented a series of incidents within a con-
text of generally unsatisfactory performance. Clearly post-
ponement had not worked in the past. Nor would any simple
step such as reporting the problem to a supervisor or estab-
lishing clear rules and penalties appear to offer much hope.
The problems are many and therefore must be treated exten-
sively .
The aide must be confronted and her behavior must be
changed. If she cannot demonstrate greater respect for the
teacher, develop greater patience and love for children, and
demonstrate emotional maturity and stability, she should be
terminated as a teacher aide.
Case Study : Helping the Aide Make the Transition from
Paraprofessional to Professional
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A teacher and her aide had been working together for
two years. The teacher soon learned that her aide had little
control over the children', even in very small groups. They
tried various schedules and set-ups, but nothing succeeded.
Each time, the aide would slip out of her assigned schedule
and do something else. The teacher knew that it was a chal-
lenging class. Their problems were also compounded by the fact
that the aide came in the middle of the school year and that
the aide had a serious heart condition which caused frequent
and unexpected absenteeism.
The second year was more successful. The aide worked
with the teacher all day which added to her stability and
security. The class was easier. In addition, the teacher
capitalized on the aide’s assets—her knowledge and insights
into the children's problems and needs. Her tasks were
better
matched to her abilities. She helped individual students
with
their difficulties and corrected their papers as they
worked.
Thus, the teacher could carry on her reading
groups without
interruption.
Once again the teacher tried giving the aide
small groups
to work with, but they lacked control and
disrupted the rest
of the class. The aide also attempted
to take the whole class
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for 15 minutes to read a story, but this also ended in chaos.
Once a schedule of tasks was set up
,
the aide * s frequent
absences disrupted the schedule and required constant read-
justment by the teacher and the children.
The teacher believed that the aide was more at ease with
non-academic tasks such as washing desks, running the mimeo-
graph machine, and so on. The aide seemed to resent the con-
cept of "teaching" aides. Her general attitude was a grudging
acceptance of instructional tasks.
One becomes more professional by assuming more profes-
sional duties. While it is the teacher’s responsibility to
increase the aide’s duties, it is of paramount interest to
pace those newly assigned duties in a non- threatening manner.
The teacher must anticipate the paraprofessional ’ s emotional
reaction to assignments. A dozen in-service teachers in a
classroom situation anticipated the emotional reactions of
the aide in the above case as follows:
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The letter H, N, or L indicates high, neutral, or low trait
reaction to duty categories.
TRAITS
1
Defensive
Hostile
t
t
bO T
c :
H
M
CX 'T
(1)
O >
< :
!P
5
0
3
::
_l
H
5
Cooperating
H
_i
T3
M
M
to
:3
1. helping individual student L L H L H L
2. tutoring small groups H N L H N H
3. teaching special lesson H N L H L
I
H
4. teaching entire class H H L H L H
5. counseling children L L H L H L
6 . teaching class poems H H L H L K
7. reading stories to class H H L H L H
8. supervising clean-up L L H L H L
9. assisting the teacher with
planning of activities N L L N L L
i
i
1
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Case Study : The Aide and Motivation of Students
In a second grade class there were three reading groups.
The teacher worked with each group every day, and the aide
worked with each group every day reinforcing what was taught
that day or the day before, using the children’s workbooks
as a guide. The aide worked with his groups in a corner in
the back of the room where the chairs were arranged in a cir-
cle. He had some games he played with the children in which
he gave them points for correct answers and took away points
for things they did that disrupted the group's work. They
got no points for partial or incorrect answers. He had other
methods of reinforcement, but he used the point system most
often.
The teacher disapproved of the aide's methods of motiva-
ting students, but did not confront the aide.
There were a few children in the two lower groups who
were not as capable of giving the correct answers as many times
as the others or as many times as the aide desired, and
there
were some who were careless when answering. He occasionally
gave these children looks of disgust, shrugged his
shoulders
or made remarl^s which could become detrimental to
their self
images and confidence for future classroom work.
The children
developed defeatist attitudes and did not have the
courage to
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put a lot of effort into their work for fear of being put
down again and again. They believed that they could never
win anyway and did not bother trying. They became frustra-
ted and became potential behavior problems. They also were
not getting the extra help they needed so badly, thereby de-
feating one of the main purposes for having aides.
The cooperating teacher felt that the aide should be
used primarily to reinforce her activities and should not
introduce his own activities without her full approval.
The teacher must share her disapproval of the aide's
methods of motivating students along with her observations
of the effect they are having on students. The teacher
should introduce the aide to current theories on motivation
and make some suggestions as to how the aide can make acceptable
methodical changes
.
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The case studies presented depict some common problems
experienced in paraprofessional staffing. In order to pre-
sent a general overview of the problem situation, some use of
Kurt Lewin’s Force Field Analysis has been made.
Problem situations are usually so complex that it becomes
^i^^icult to isolate and study the contributing factors. A
helpful tool available is Kurt Lewin's model for "Force Field
Analysis . " This model allows one to see more clearly the gap
between the Desired State (what should be) and the Actual
State (what is)
.
The following model may be used effectively
to sort out the negative forces of the situation.
Using this tool to analyze the common problem of poor
interpersonal relationships that occurred in all of the case
studies, an administrator can focus his efforts on reducing
or eliminating the restraining forces and increasing and
strengthening the driving forces.
At this point of the study, the major concern is to high-
light the restraining forces which provide a comprehensive
picture of the general problem situation. Chapters IV and V
Force Field Analysis
Restraining-Negative Forces
(Those factors that cause
or contribute to the problem)
Driving Positive Forces
(Those factors that serve
to combat the problem situ-
ation)
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will suggest tools and techniques which administrators may
utilize to develop and strengthen driving forces as they
activate strategies for overcoming the restraining forces and
the problem situation.
FORCE FIELD ANALYSIS
DESIRED STATE: POSITIVE RELATIONS BETWEEN COOPERATING
1 TEACHERS AND THEIR PARAPROFESSIONALS
RESTRAINING NEGATIVE FORCES
I, Differences between cooperating teachers and their
paraprofessionals
:
A. Role perception
B. Professional goals
C. System of values
D. Assessment of blame or fault
E. Life styles
F. Socio-economic backgrounds
G. Racial-cultural backgrounds
H. Group membership-identification
I. Personalities
J. Philosophical outlooks
K. Levels of emotional needs
L. Attitudes toward leadership-authority
M. Motivation-enthusiasm
N. Standards for job performance
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II. Present Inadequate or Ineffective Interpersonal
Relationships that may be administratively changed
' to become DRIVING POSITIVE FORCES :
A. Joint planning
B. Mutual trust
I
' C. Mutual respect
D. Close working experiences
E. Rewards for efforts
F. Communications
G. Professional behavior
H. Helping relationship
I. Human relations skills
J. Team preparation
K. Team orientation
L. Functional supervision
M. Role awareness
N. Planning time
O. Flexibility in use of human resources
P. Team motivation-enthusiasm
Q. Experiences working with another adult
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III. Incompatible Attitudes-Unmanageable Pressures
A. Inability to give or receive constructive criticism
i
’ B. Insecurity
I
C. Defensiveness
D. Overwhelming responsibilities
^ E. Inability to delegate responsibility
F. Win/lose attitudes
G. Unreasonable demands
H. Myths concerning each other's roles
I. The narrowing gap between professionals and para-
professionals with no provisions for advancement
of teachers
J. Fishbowl relationship
K. Changing educational demands
After focusing on the variables contributing to the prob-
lem, an administrator should proceed in some orderly
and de-
tailed fashion to analyze the problem situation.
See Appendix
C for a format of an analytical model and
Appendix D for a
format of a decision model.
An inspection of the lists of restraining
forces reveals
an interrelatedness of variables to a
process we may con-
veniently refer to as "Role Dynamics." In
Chapter III detailed
presentations will explain the problem situation
in role theory
CHAPTER THREE
I
AN EXPLANATION OF THE PROBLEM USING ROLE THEORY
A major source of the problem of improper use of para-
professionals, a recurring theme in the case studies in Chap-
ter Two, is due to poorly developed role relationships.
The analysis of behavior in the case studies may be
approached through the use of role theory. There are obvious
discrepancies between the conceptual development of roles by
cooperating teachers and the acceptances and performances of
those "same" roles by paraprofessionals . The expected role
was seldom fulfilled and suggests one or more of the following
reasons
:
(1) the roles are improperly conceived and are unrealistic
(2) the roles are too difficult and almost impossible to
fulfill; and
(3) the roles are properly conceived and are within the
means of staff, but are not met due to poor atti-
tudes, too little effort, or unsatisfactory inter-
personal relationships.
The following model will be useful in viewing some
rela-
tionships of variables that contribute to the gap
between the
initially conceptual role and the related performance
role.
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The diagram presented in Figure 1 is a modification of
I
Katz and Kahn’s model of the role episode:-
I
Feedback Loop
Figure 2
Classroom Situation
The Classroom Situation in Figure 1 represents the organi-
zational input of Figure 2. Three aspects of the classroom
situation will be discussed as they affect the interpersonal
relationships between cooperating teachers and paraprofessionals--
staffing objectives; organizational structure; and dynamics of
the problem.
Staffing objectives may be informal or formal, but may
be obtained by answering a series of diagnostic questions.
1. What are the cooperating teacher's objectives for
paraprofessional staffing?
2. Are those objectives clearly defined and communicated?
Katz and Robert L.Kahn, The Social Psychology
of ^Or-
ganizations (New York: John Wiley and Sons, Inc., , P-
1
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3 . Have they been broken down into long and short
range objectives?
I
4. Are these objectives realistic?
j
5. Can they be measured or recognized when realized?
6. Are priorities established?
! 7. Are criteria and standards prescribed?
Two major and often mutually exclusive objectives for
paraprofessional staffing are:
(a) provide "helping hands" for teachers, and
(b) provide individualized instruction for children.
The interpretation of these objectives out of context
is a frequent source of conflict between teachers and para-
professionals. The teacher is primarily motivated to have
a, paraprofessional for the sake of another pair of hands but
justifies the extra help by stating a need to individualize
instruction.^^ These objectives had been presented to most of
the paraprofessionals surveyed, but they had different inter-
pretations of priorities. The paraprofessionals more readily
identified with helping children as opposed to helping teachers.
While the two roles may coincide, conflicts exist when direct
support of the teacher is remote or indirect to helping children
Discussions with teachers and paraprofessionals in all
cases revealed that the objectives had not been broken down
into long and short range objectives.
^^Objectives agreed on by a group of thirty-two
teachers during a class discussion in Worcester,
in-service
Mass
. ,
1971-72
.
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Both objectives for helping hands and individualizing
instruction are realistic as they are based on two major
problems of large and crowded classrooms. The teacher can
readily determine if she is receiving support from her para-
professional and if the students are receiving individual
help, however the full effect of such help is difficult to
measure. Some studies suggest that there is no appreciable
gain measured in children with classroom aides over those
without aides, but in New York City Schools "all evaluations
to date have indicated that the use of auxiliary personnel
does indeed improve the education of children, especially
17
those in disadvantaged areas of the City." Observations
generally support the New York City Schools’ findings, and
where there was some doubt, there was some question in whether
the aide was being used properly.
Teachers during emergencies allow the situation to dic-
tate how they use their paraprofessional help. Normally they
depend on conservative guidelines for suggestions and generally
refuse to go beyond the established guidelines provided by
their local school department or building principal.
B. The influence of organizational structure on the inter-
personal relations between cooperating teacher and parapro-
fessional may be determined by asking some diagnostic questions
^"^Gladstone Atwell,
Personnel (New York:
Manual for Utilization of Auxiliary
M.V.C. Board of Education, lyVu), p. 44 .
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1. Is authority and responsibility defined?
2. Is the relationship of roles determined?
I
3. Are policies consistent with overall goals?
j
4. Are policies followed and reviewed?
Traditionally all authority and responsibility are fixed
with the cooperating teacher. Generally, roles have been
rigidly labeled professional (teaching) or non-professional
(supportive), although paraprofessionals from time to time
assume all roles performed by regular teachers. Functionally,
a secure teacher shares both authority and responsibility, but
ultimately remains accountable for both.
Policies and rules for utilization of paraprofessionals
are often inconsistent with the two major goals of (a) pro-
viding helping hands and (b) individualizing instruction. Gen-
erally policies and guidelines are so conservative that they
preclude meaningful participation of aides. Too often and
inaccurately, existing policies were cited as the major reason
for teachers not making greater use of paraprofessionals ; a
closer examination of the situation often revealed that many
"teachers simply did not know how to use an aide effectively.
C. Teachers need and expect greater support from para-
professionals but are unable to realize their expectations
in the absence of suitable training in the utilization of
a^uxiliary personnel and the lack of available planning time
with their aides. Role expectations are the beliefs and
attitudes one develops about what a person should or should
52
not do as part of his job; it helps to define the role and
suggest the appropriate acceptable behavior.
Cooperating teachers readily perceive themselves as the
professional leaders on the team and assume executive and
19
authoritarian roles in their classrooms. Few parapro-
fessionals challenge the authority of their cooperating
teachers and generally recognize their source of power as
being legitimately based on their teachers ' superior educa-
tions. In a survey of seventy-nine paraprofessionals , only
fifty-nine felt that the teacher was better qualified than
they to teach; six were uncertain; and fourteen felt that
• w 20
they were more qualified than the teacher to handle the job.
Teachers seldom find or take the time to design and de-
velop roles for their paraprofessionals; such a process should
include, but may not be limited to: (1) definition and scope
of responsibilities; (2) a detailed suggested list of duties;
(3) qualifications or training prerequisite to performing
various levels of responsibilities; (4) conditions for pro-
motion; and (5) job enrichment options at each level of com-
petency.
Role expectations of paraprofessionals by cooperating
teachers will reflect value judgments and beliefs they have
^®Katz and Kahn, Social Psychology of Organizations, p.
175.
^^Willard Waller, The Sociology of Teaching (New York:
John
Wiley and Sons, Inc.*j 19^^) j p"^ ^ ^ ^ *
^°Appendix A, "Questionnaire for C.O.P. Teacher Aides."
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of what paraprofessionals are like.^^ We often see what we
want to in another person, based on our initial bias toward
that individual. A teacher who did not want an aide is more
likely to be displeased than one who wanted and selected an
aide
.
The following are some general attitudes concerning para-
professionals that have been heard in "professional" circles.
A university professor stated, "Teaching aides theory is a
sticky situation;" Teachers have complained, "You have to
be careful what you say around neighborhood aides, as they
will go back to their community and misrepresent you;" One
school committee member announced without evidence that "poor
and minority aides are poor career investments as they usually
have records of dropping out and failure;" Generally, com-
plaints have developed about special training programs, such
as, "I worked hard for my degree, I hate to see some of these
aides get something (free tuition for college courses) for
nothing;" "Paraprofessionals are more trouble than they are
worth;" "Aides are content with their work assignments."
A more subtle bias is embodied in the belief that job
readiness is a product of years of former college training
and paraprofessionals should not engage in teaching activi-
ties. Application of Douglas McGregor's "Theory X and Theory
Y" classification would suggest that most teachers operate on
^^Combs, Avila, and Purkey, Helping Relations , p. 6.
^^A statement of bias by a department chairman at a Univer-
sity providing professional training for paraprofessionals.
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Theory X as they demonstrate their feelings. Most parapro-
fessionals need to be closely directed; they have little
capacity for creativity in solving their on-the-job problems;
9 9
and they need to be closely led to achieve school objectives.
Teachers generally are slow to offer trust and respect
to aides. Although in all cases of ’ discussions with teachers
they insisted that they did trust their paraprofessional
,
ob-
servations revealed an unhealthy lack of professional trust
by not allowing aides to have freedom for new experiences.
Some common pitfalls of developing and acting on impression
of others are stereotyping, haloing other traits, projecting
self blame, and refusing to change attitude concerning other
24individuals
.
In order to accurately perceive and understand parapro-
fessionals, teachers must be capable of empathizing fully with
their feelings, attitudes, motivations and goals. A number
of teachers were interviewed on whether their aides were allowed
to use their special talents. Many were unsure because they
were unaware of special talents of their aides. Their per-
ception and expectations were generally low for roles they
would assign to their paraprofessionals
.
^^Paul Hersey and Kenneth H. Blanchard, Management of Or-
eanizational Behavior (Englewood Cliffs, New Jersey: Prentice-
Hall, IncV, 1972 ;, p.“ 47.
2**l. L. Cummings and W. E. Scott, Readings in Organizational
Behavior and Human Performance (Homewood, Illinois: Richard
.
Irwin
,
Inc
. ,
19 6 9 ) , pp • 207-211
.
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A survey of special skills and talents of forty-nine
ps^raprofessionals in the Worcester and Springfield, Massachu-
setts Public School Systems revealed a tremendously untapped
reservoir of enriching experiences and skills. There were
individuals who had traveled extensively in the United States
and some as far away as Cuba, Mexico, Canada, Nova Scotia,
Spain, France, Turkey, Germany, Ireland, Dominican Republic,
Puerto Rico, Bermuda, The Philippines, Okinawa, Japan, Aus-
tralia, Taiwan, and Vietnam.
There were paraprofessionals who were fluent in Polish,
Spanish, Lithuanian, Italian, and French. They had worked
in a large variety of jobs in public service, military ser-
vice, education, transportation, business, recreation, mass
media, and industry. They had many and varied hobbies that
provided a wealth of untapped educational resources. (See
Appendix F for Survey Form).
I
Cooperating teachers must assume responsibility for the
I recognition and utilization of paraprofessional talents to
I
’ enhance the quantity and quality of educational experiences
for children. An awareness of the above experiences, talents,
I
j
and special skills can prove invaluable in planning activities
and assigning responsibilities.
I
I
I
COMMUNICATION OF ROLES
1 Role expectations must be communicated in some form to be
effective. This communication may be direct, as when cooperating
I
I
I
I
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teacher describes to the paraprofessional the requirements
of her job, or indirect, as when a supervisor of teacher
aides expresses admiration or disappointment in their sup-
.
. 25portive efforts in the classroom. Unfortunately, role ex-
pectations are not usually adequately communicated and some-
times not communicated at all. "Communication is the means
2 6
of obtaining information one needs to have." Cooperating
teachers and paraprofessionals must feel free to solicit
that information from one another as needed.
An administrator needs to ask some critical questions.
Are the methods and channels for communicating adequate?
Are the role messages received reasonably close in content
to the messages sent?
Max Weber suggested that administrative relationships
may be studied in terms of four crucial variables: the
authority variable; the range of expectations; the quality
27
of interaction; and appropriateness of verbal feedback.
Usually the nature of authority will dictate the kind
of communications system to be used. The most desirable
pattern of authority in the helping relationship is a "fra
ternal-permissive" one.
The fraternal-permissive type of individual
(cooperating teacher) establishes the kind of
^
x»0la.tionship in which status differentiation is
^^Katz and Kahn, Social Psychology of Organizations , p.
^^Jacob W. Getzels, et al . , Educational Administration
Social Process (New York: Harper & Row, lybb;, p. 86.
27ibid
. ,
p . 13 3.
175.
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consciously avoided in favor of equality. Author-
ity is invested in external objects, such as the
task or a set of ideals. . . The permissive aspects
of behavior consist of sharing responsibility and
encouraging subordinates. The needs of the sub-
ordinates appear dominant in the relationship . ^
8
The communications system must facilitate and support
the ^ above relationship. Paraprofessionals and cooperating
I
teachers must have open lines for communication and must not
feel or be made to feel intimidated by their uses. Both
teachers and paraprofessionals tend to avoid communicating
their fears, anxieties, frustrations, and dissatisfaction for
the sake of maintaining "healthy" relationships. This course
of action seems easier for the moment, but usually contributes
to a deteriorating relationship.
Strategically, communications must be continuous, recip-
rocal, and direct. There are a number of causes of poor com-
munications
,
but "Most breakdowns in human communications
occur because communicators are preoccupied with what seems
important to them and fail to communicate with the other
party. Feedback provides the best possible support for
two-way communication between cooperating teacher and para-
professional and is the only way the teacher can be reason-
ably sure that her expectations expressed were understood by
the paraprofessional
. ^
^
^^Abraham Zaleznik and David Moment, The Dynamics of
personal Behavior (New York: John Wiley and Sons, Inc., 19b4;
p. 273.
^Vthur Combs, et al . , Helping Relationship_s , p. 189.
^^Getzels, et al. , Educational Administration, p.
329 .
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Cooperating teachers and paraprofessionals must be
aware of how their behavior affects each other. The mes-
sage tone is a product of verbal and non-verbal communi-
cations. We are generally aware of what we say, but sel-
dom are we aware of silent cues we give other individuals.
Morrison and McIntyre explain that "Non-verbal communica-
tion stems from several sources: the teacher’s posture,
physical gestures, eye contact, facial expressions, and
non-linguistic aspects of speech. Each is important in
itself, but in any individual the ways he integrates them
give him a characteristic style by which he is recognized
3
1
and responded to."
In helping relationships, participants must articulate
and demonstrate to each other reassuring messages with tones
of confidence, respect, trust, concern, openness, under-
3 2
standing, and empathy.
SELECTIVE PERCEPTION AND SCREENING
In spite of the precision of communicating expectations,
people see things differently and subconsciously ignore cer-
tain aspects of what they have viewed. "People perceive what
they think will satisfy needs; ignore what is disturbing; and
3 3
again perceive disturbances that persist and increase.
^^Morrison and McIntyre, Teachers and Teaching (Baltimore.
Penguin Books, Inc., 1969), p. 162-163.
^^Robert R. Carkhuff, The Art of Helping_ (Amherst: Human
Resource Development Press'^ 197 2) , p"i^ 129-131
.
^
^Harold J. Leavitt, Managerial Psychology (Chicago:
The
University of Chicago Press, 1964) , p. 3ci.
59
Getzels describes the process as one in which the role in-
cumbent (the paraprofessional ) perceives idiosyncratically
and organizes privately in terms of his own needs, dispo-
sition, and projections to single out and accept common
objectives selectively. Egon G. Guba recognized the com-
bination of roles in which individuals occupy as determinants
of their perception. A paraprofessional may be a mother, a
member of the community in which her school serves, and a mem-
ber of a teaching team at the same time. Perception of a given
situation will be a result, of the neutralization of some roles,
the dominance of a particular role, and the combined effects
of personal and social pressures.
Arthur Combs saw perception of others as a projection
of one’s self. ’’The good teacher generally trusts other
people and perceives them as having the capacity to solve
their own problems. Trust begets trust.
ROLE ACCEPTANCE OR REJECTION
The individual paraprofessional is most likely to perform
best those roles whose expectations are most nearly congruent
"to his needs. He is likely to seek those roles or create
roles that permit his satisfying of some of his personality
^^Getzels, et al. , Educational Administration , p. 86.
^^Eeon G. Guba, et al., "Occupational Choice and the^Teaching
Career," ed. by W.W. Charters and N.L. Gage (Boston: Allyn and
Bacon, Inc., 1963), p. 271.
^^Arthur W. Combs, Human Dynamics in Psychology and
Educati9n
(Boston: Allyn and Bacon, Inc., l972), p. ly/-
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3 7
needs. Since role acceptance is often based on satis-
fying personal needs, attitudes among paraprofessionals
concerning the ideal roles are as varied as they many
different personalities and their unsatisfied needs. Mas-
low’s Hierarchy of Needs can provide a suitable checklist.
Most aides are conservative in their demands for in-
creased responsibilities. But the desire for greater in-
volvement in teaching activities is increasing with experi-
ences and training. As an aide ’ s self-concept is enhanced,
he will most likely demand a more professional role and re-
lated status. "Self-concept can be defined as the verbal
description a person attributes to himself as a person in
o q
a particular role." The cooperating teacher's verbal and
non-verbal responses contribute a major part in the develop-
ment of the paraprofessional ’ s self-image and their readiness
to assume new roles.
The perception a paraprofessional has of her cooperating
teacher will influence her willingness to accept an assigned
role. A description of some positive attitudes parapro-
fessionals had about their working relationships with their
cooperating teachers were:
1. She supported my growth and development.
Getzels and E.G. Guba, "Role, Role Conflict, and Effec-
tiveness," American Sociological Review , (February, 1954),
p. 174.
^
^William S. Bennett and R. Frank Falk, New Careers and Urban
Schools (New York: Holt, Rinehart and Winston, Inc., 1970), p.
bb
^^Ibid.
,
p. 155
.
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2. She included me in professional meetings and discussions
concerning the children.
3. She demands equal respect for me from the children.
4. We work well together.
5. She is sensitive, appreciative, and patient.
6. She allows me to work freely with students.
7. We engage in problem-solving together.
8. She is receptive to and uses my ideas and suggestions.
9. She is understanding and trustworthy.
10. I am kept informed and am comfortable in the relationship.
11. I am given opportunities to use my own ideas.
12. She is flexible and cooperative.
13. We plan together daily.
14. She does not oversupervise me.
i
15. She is a good listener.
' 16. She is willing to make suggestions when asked.
17. She allows me to use newly acquired knowledge and skills.
18. She respects me.
19. She gives me challenging tasks to perform.
20. She is interested in my welfare.
' A description of some negative attitudes paraprofessionals
' had about their working relationships with their cooperating
1
teachers were
:
I
I 1. She does not allow me to work with the
children,
i 2. She acts jealous of my opportunities to take college
courses
at no cost.
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3. She treats me as a subordinate.
4. She is hard to talk to.
5. We don't plan together.
6. She assigns me work that she doesn't want to do.
7. She's not tolerant of different philosophies of education.
8. I am frequently sent out of the classroom on errands for
her.
9. She gives me excessive clerical work to do during the
school day.
40
10.
She does not respect or trust me.
Role acceptance is often sufficient motivation for indi-
vidual performance if it carries a reasonable amount of status.
Ralph Linton explains a role as having a parallel status and
the role as the dynamic aspect of a status. "There are no
41
roles without statuses or statuses without roles."
^^Comments made in a survey of thirty-one paraprofessionals
in Springfield, Massachusetts on January 21, 1972.
^^Lionel J. Neiman and James W. Hughes, "The Problem of
the
Concept of Role," Social Forces , ^ (1951), 141-49.
CHAPTER FOUR
;
GUIDELINES FOR EFFECTIVE AND EFFICIENT RELATIONSHIPS
I
WITH PARAPROFESSIONALS
I Since the major problem of getting better results from
the use of paraprofessionals in the classroom has been largely
attributed to the general marginal to poor relationships that
exist between cooperating teachers and their paraprofessionals
and the analysis of role dynamics has reasonably isolated some
key variables contributing to the problem, it seems fitting at
this time to present some guidelines to create more optimum
interpersonal relationships between teachers and paraprofessionals
.
While this chapter is largely theoretical in nature, it
does not retreat greatly from the practical, as references to
empirical findings and practical diagnostic questions will be
frequently made. In fact, the basic considerations of this
chapter grew out of concerns expressed by individual teachers
enrolled in a course the writer taught entitled, "Effective
Utilization of Paraprofessionals in the Classroom."
The task of describing teaching or job skills for teach-
ers and their aides remains for further and much needed work.
The major focus of this work is to suggest ways of developing
or improving interpersonal relations , attitudes and skills of
"teachers and their paraprofessionals— in isolation from the
quantity and quality of what they may or may not achieve with
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children. That omission should not be considered, in mili-
tary terms, a neglect of the mission. Rather, it may be
regarded as an attempt to focus more on interpersonal re-
lationships (the dependent variable—a criteria by which
team-teaching may be evaluated) by holding constant or
looking less at levels of abilities and performance (inter-
vening variables--those conditions that would impede attri-
buting the differences of quality of interpersonal relation-
ships (dependent variable) to success of teaming of teachers
and paraprofessionals (the independent variable--the ultimate
concern being evaluated).
A major tenet for improving the interpersonal relation-
ships of teachers and paraprofessionals is to create posi-
tive helping relationships. Extensive use will be made of
some diagnostic questions suggested by Carl R. Rogers to
apply more directly to those helping relationships between
teachers and paraprofessionals . Rogers defined helping re-
lationship as: "A relationship in which one of the parties
has the intent of promoting the growth, development, maturity,
4 2
improved functioning, improved coping with life of the other."
Although one individual may be the greatest recipient
of the help, the give and take relationship suggested applies
1
equally to all parties involved. A distorted sense of help
'
! ^^Carl R. Rogers, "The Characteristics of a Helping _ Rela-
' tionship," in The Planning of Change , ed . by W.G. Bennis , K.D.
' Benne, and R. Chin (New York: Holt
," Rinehart 6 Winston, Inc.,
' 1969), p. 154.
I
1
I
65
often confuses the helping relationship. For example, in
a class designed for the training of teachers in the proper
^^ilization of paraprofessionals
,
with only teachers present,
teachers were exposed to some basic theories on interper-
sonal relations: "My aide really needs to hear this," said
one teacher. "Mine does too," said another. Ironically, a
few days later when the same information was presented to a
group of paraprofessionals, one aide said, "I wish my teacher
was here; this could make her change her behavior."
Perhaps they were all correct in assessing the needs of
their partners, but they probably ignored or played down their
own responsibilities for and their abilities to change the
situations. Each party must ask a question. What can I do
to improve the interpersonal situation? Placing the blame
or fault on the other party often further contributes to
the deterioration of the relationship.
Carl Rogers suggests more soul-searching questions than
the above one:
I
I 1. "Can I be perceived by the other person as trustworthy?
I
^
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! ... as dependable? ... as consistent? . . . or as real?"
I
I
In a preliminary study where a dozen teachers in the
Worcester Public Schools were administered a questionnaire
I
and later interviewed, they all insisted that they trusted
1 their aides, but in subsequent discussions admitted that they
I
^ did not and doubted if they really could. In most cases there
1
j
“^^
Ibid
. ,
p. 162.
I
i
1
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was no apparent reason for the mistrust other than their
differences in socio-economic status and often the fact
"that the aide was from the same neighborhood where the
teachers taught. An admitted fear by several teachers
was of being misrepresented in the community by aides, if
aides were recipients of confidential information.
"Volunteers should not, it is generally agreed, handle
44
confidential material." This position suggests a degree
of mistrust and should be appropriately altered to state in
more positive terms that . . . Volunteers should have access
to confidential materials as needed. Stricter control of
information is generally almost impossible inasmuch as the
security of information has never been tightly maintained in
school settings and the community grapevine of communications
is most effective and accurate.
There are greater indications that paraprofessionals
place greater trust in their cooperating teachers, with the
exception of those who feel there is a definite generation
gap . . . which suggests in itself a lack of mutual trust.
To preclude going off on the deep end and experiencing
continuous disappointments, a fairly reasonable point of
i
I
sobriety would be to trust until it*s fairly certain the
I
other individual is unworthy of your trust. A person who
I is unworthy of trust is also unworthy of being employed in
i
'
^Administrative Leadership Service, School Volunteers
j
(Washington, D.C.: Education Service Bureau, Inc., 1966 ), p.
I
i
I
I
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a helping relationship.
A practical application of the principle of trust
suggests that paraprofessionals should be allowed to use
3.11 facilities as teachers, if the reasons for not doing
so were based on a lack of trust. The morale of parapro-
fessionals will be enhanced and the added time spent to-
gether may be sufficient to facilitate that most needed
time for planning as voiced by both teachers and parapro-
fessionals alike.
2. Can I be expressive enough as a person that
what I am will be communicated unambiguously?
Do I subconsciously convey annoyance? Do my
words represent my feelings perceived by
others? Am I sensitive to and acceptant
toward my own feelings?^^
In the teaching profession a great deal of time is spent
under the watchful eyes of others. Others can often see the
teacher better and more often before the teacher can see her-
self. A teacher experiencing her first playback of her
teaching on a video-tape recorder is often in for many sur-
prises and this was done knowing where would be a recording.
Strive for clear communications and solicit responses
to indicate that the other individual understood you. A
ppactical solution to the question, "Kow do I affect other
members of the team in my helping relationship?" is simple
to ask, and once there is an atmosphere of openness and
trust, they will more than likely tell you.
^^Rogers, "Helping Relations," p. 162.
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"Can I let myself experience positive attitudes toward
this other person—attitudes of warmth, caring, liking,
. 46interest, and respect?"
Being too professional may preclude being humane. This
as well as other attitudes presented by Rogers are not
merely displayed by the teacher; one paraprofessional felt
her compliance to rules and getting the job done well was
all a teacher should expect of her. She did whatever the
teacher told her to do, but no more. Her problem was diag-
nosed as one of extreme professional envy. She felt she
could teach better than the teacher if she had the opportu-
nity. This strong feeling prevented her from relating in a
more natural and personal way to her cooperating teacher.
Teaching is a "warm," "caring," "respecting," and
"liking" profession; if teachers and aides can’t display
these traits and attitudes for each other they establish
a negative example for their students.
4. Can I be strong enough as a person to be
separate from the other? ...
5 . Am I secure enough within myself to permit
him his separateness?
I
Much research has been done on the effects of various
I leadership styles on personnel in a work situation. A recur-
]
ring theme is that the authoritative leader who is paternal-
I
istic and dominates his "charges" produces a feeling of
I
I
I
^^ Ibid
.
,
p. 163.
t
^"^Ibid.
,
p. 164.
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dependence on his workers. Ned A. Flanders engaged in ex-
tensive research to determine the effects of authoritative
and democratic leaders in the classroom setting. He con-
cluded that authoritarian leaders produced greater compliance
to, and dependence on, but rejection of such leadership,
i
while democratic leaders produced greater motivation in
their students.
Professor Kenneth L. Blanchard in a lecture at the Uni-
versity of Massachusetts stated his feeling that "the best
leader is one who is least needed." The principle implied
which is appropriate to the helping profession is that we
should help individuals to develop their abilities to sup-
port themselves in order to pursue their own endeavors.
! 6. Can I let myself enter fully into the world
of his feelings and personal meanings and
! see these as he does? Can I step into his
I
private world so completely that I lose all
i
desire to evaluate or judge it? . . .
^
i^g
7. Can I receive him as he is? or conditionally?
' Real empathy and tolerance are extremely difficult but
i
possible between cooperating teachers and their parapro-
i| fessionals. An often used excuse has been that teachers
1 have so much to do they just don’t have the time to get that
I
I' involved in understanding their aides, and paraprofessionals
;l
j
say they seldom have a chance to really get to know their
;
cooperating teachers. To create the proper helping atmosphere,
i
! “^Ned A. Flanders, The Role of the Teacher in the
Classroom
I
(Minneapolis: Amidon and Associates, Inc., 1963;, p.
I ^^Rogers, "Helping Relations," p. 164.
I
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"tiins musii b© provided end used to fecilita.te better* mutual
understanding which is prerequisite to empathy and toleration.
Sheer toleration is inadequate and the helpers must be able
to reflect accurately the ideas of others and be open to
include them along with his own.
8. Is my behavior perceived as a threat? . . .
9. Can I free him from the threat of external
evaluation?^ ^
A real difficulty of educators is to observe someone
else teach without subjectively evaluating their performance;
many paraprofessionals sit in the rear of their classrooms
and decide that they can do a better job than the teacher.
The observer often has a vantage point and does not have to
perform in the constant heat of the situation. A more posi-
tive response or behavior is for the helper to allow the per-
former to build upon his successes and develop confidence and
an objective attitude toward the evaluative process. Under
no circumstances should the helper evaluate what has not had
the opportunity of being developed and should remember that
the evaluative process can destroy creativity and confidence
as well as build it. And a good question he should ask of
himself, "How would I perform under this test, under these
conditions?"
A person can be freed from threats of external evaluation
only through the development of the appropriate skills and
50Ibid
. ,
p . 165
.
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thus his individual confidence. If the helper is the source
of the threat, he may become more sensitive of the other
party or even change his behavior until the other person
is open to professional criticism. This is a common prob-
lem with paraprofessionals
,
who hear too many criticisms
of their work and too few complaints for jobs well done.
The helpers must be able to communicate encouragement to
each other.
10. Can I meet him as a person who is in the
process of becoming, or will I be bound
by his past and by my past? Am I doing
what I can to confirm or make real his
potentialities?
Paraprofessionals often are considered high risk indi-
viduals, especially when they have histories of dropping-out
or discontinuing their schooling for various reasons. Too
often teachers have low expectations of them and feel they
have already used up more than their fair share of chances.
Special efforts must be spent on visualizing and believing
in what the other person can be . . . his potential. In the
Career Opportunities Program participants were chosen on the
basis of high-risk and high-potential, a strange marriage for
some people to understand, but once the selection is made it
is fruitless to spend time dealing with the possible risk
associated with past failures. A positive approach is to
start planning to develop the high potential where fruits
^4bid.
,
p . 165 .
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may be reaped.
In summary, positive helping relationships may be
created by developing atmospheres of trust, respect, team
spirit, security, confidence, openness, honesty, warmth,
caring, liking, toleration, acceptance, sensitivity, and
real commitment to helping the other person develop his
potential
.
The average teacher or paraprofessional would have an
overwhelming list of their individual objectives if they
were to evaluate where they now stand. The intent is not to
point out their shortcomings, but to enable them to realize
their potentials as complimentary forces on the same team.
Guidelines Specifically for Cooperating Teachers
The following guidelines deal specifically with teachers'
responsibilities to make the teams of teachers-paraprofessionals
a success. The teacher is certainly the key instrument of
change and has the power to support -or block the effective
and efficient utilization of paraprofessionals . The payoffs
of paraprofessional staffing are not as enticing as we would
like to believe or a better explanation is that the payoff is
often deferred and the early demands of hard work sometimes
overshadow the eventual payoffs. Such an investment in time
is inconsistent with the day to day crisis management that
teachers engage in to survive their earlier years in the
classroom.
I
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These guidelines should prove helpful for those
troubled teachers who were fortunate enough to be assigned
a classroom helper, but fall short of formal courses dealing
with the topic and cannot be valued above the learning ac-
quired through years of successful experiences. However,
too I few teachers have had such formal training or have en-
joyed adequate successes with another adult in their classrooms.
These guidelines are purposely general in design in order
to be readily appropriate to most teacher-paraprofessional re-
lationships without specific regard to grade levels or sub-
ject areas.
In order to clarify and better understand the proper
roles for cooperative teachers, a series of questions needs
to be asked. After all some teachers should not have para-
professionals because they are unwilling to create a poten-
tially beneficial teaching team. Am I willing to participate
in a "helping relationship" with another adult in my class-
room? Will I set aside time (personal if needed) on a regu-
lar basis, to plan with, advise, and evaluate an educational
^g2_p6r? Can I serve well as a model for successful teaching.
Am I willing to learn and accept values, opinions, and life-
styles other than those of my own? Will I be willing to
share the "limelight" and meaningful responsibilities with
another adult? Can I show professional, ethical, and yet a
caring behavior toward a paraprofessional? Will I assume
some major responsibility for the career development and
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growth of experiences of a paraprofessional? Do I feel a
need for and desire a paraprofessional? Is it clear to
me how I may effectively utilize a paraprofessional in the
classroom? Am I aware of the limitations dictated on the
use of paraprofessionals? Is there physical room in my class-
room for another adult? Am I willing to share resources and,
most of all, the children’s attention and love with a para-
professional? Can I accept a paraprofessional as a pro-
fessional colleague? Can I accept the fact that a parapro-
fessional will have talents that I do not have? Will I be
able to allow her to display her special talents, skills,
and interests?
This list contains a few of the questions a cooperating
teacher should ask herself before taking on a helper in her
classroom. While there is no particular scoring suggested
for this exercise, the implications that one is ready or un-
ready should be apparent to a serious individual. If possible,
cooperating teachers should take part in the selection of
their paraprofessionals . They should consider ways to
strengthen the total team by supplementing individual tal-
ents when possible. At the same time, teachers need to be
efficient. They should determine what qualifications are es-
sential and which ones are extra. They should avoid looking
for those intangible traits that cannot be discovered.
Perhaps the key issue is an aide’s willingness to work
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in a classroom with children. Does the individual have a
suitable attitude toward children? Is the individual rea-
sonably free of personal difficulties to engage in a helping
relationship with children? Some individuals have far too
many personal problems to engage in helping relationships;
Combs explains that
:
Helping Relationships require that helpers either
postpone their own immediate needs for fulfill-
ment or find important satisfactions in being
of service to their students . . . deeply de-
prived persons are likely to find it difficult
or impossible to be too concerned about ful-
filling the needs of others. Their own needs
are far too pressing. ^
This definitely suggests that a person must be reason-
ably adjusted to serve others, but this doesn’t give license
to teachers engaging in minor psychological examinations.
On the other hand, much grief has been experienced by teachers
who had serious and well grounded doubts about the emotional
stability of their aides and were hesitant to report their
findings
.
The teacher can play a crucial part in creating an at-
mosphere of mutual trust and respect. Basic human relations
skills are essential and honest and open communications can
be key ingredients to a congenial and productive relationship.
Teachers should make paraprofessionals feel an important part
of a team. The team must share classroom resources, students.
^
^Arthur W. Combs, Donald L. Avila, and William W. Purkey
,
Helping Relationships (Boston: Allyn and Bacon, Inc., 1971),
p. 293
.
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planning, teaching activities, and even the evaluation pro-
cess. While these are areas generally specified as roles
not to be performed by paraprofessionals
,
no law or policy
strictly forbids teachers the exercise of their option to
share such involvement as long as the teacher accepts res-
ponsibility.
Many school boards prohibit the use of paraprofessionals
serving in a teaching capacity while they are in the develop-
ment stages of being prepared to teach. This becomes a bit
vague and unreasonable, but a general expressed rule is "An
auxiliary must never be left in sole charge of a whole class
.,53
under actual or potential instruction.
While this survey was of a Scottish School System, the
conservatism is also typical of our schools. While this
quote suggests unreasonable restrictions on the use of para-
professionals in teaching roles, an earlier explanation by
Duthie leaves the door of concession reasonably open for the
teacher's professional and individual judgment.
Auxiliary can be justified in classroom
(subject of course to the usual judgments con-
cerning gainful and safe employment)—on the
basis or the grounds that teachers will do
this only when they are able to provide suf-
ficient structuring at the beginning of the
lesson thus leaving the auxiliary in charge
of only the supervision aspects. 54
Duthie, Primary School Survey (Edinburgh: Her
Majesty's Stationary Office, 1970), p. 85.
^‘^Ibid.
,
p. 82.
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Strict allegiance to the tenet that paraprofessionals
should never engage in teaching activities is as widespread
and contrary to principles of individual development as the
concept that the teacher should be a mother to her students.
It becomes ironic to hear of the classroom teacher who re-
fuses to leave her "charges" in the custody of a parapro-
fessional in order to go to the ladies room, but does not
feel the same inhibiting pressures if she were without
another adult in the classroom. Although there are times
when students should be left on their own, it becomes un-
realistic to support the idea that no supervision of children
engaging in classroom activities is better than or is more
legal than paraprofessional supervision. While cooperating
teachers may feel it is a tremendous legal and administrative
burden to decide when and if to allow the aide’s participation
in teaching activities, the teacher is strategically and pro-
fessionally best suited to make that decision. Such a deci-
sion should be a product of both objective and subjective
observations and performance evaluations along with some
assessment of the potentials enhanced by the paraprofessional ' s
educational background and experiences.
Several useful guidelines for the effective utilization
of paraprofessionals were suggested by Mel H. Robb. He recog-
nized the need to create a helping relationship between
cooperating teachers and their paraprofessionals and pre-
sents four specific rules for using aides: (1) Increase
the
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aide’s responsibilities slowly; (2) Supervise the aide
closely; (3) Match the aide's competencies with related
responsibilities; (4) Pace the aide's work experiences
5 5
with challenging tasks.
Generally, the cooperating teacher and the aide should
j
be in agreement on the timing of increased responsibilities.
The teacher must be prepared and willing to give appropriate
moral and academic support to her aide while she is taking
on greater and unfamiliar responsibilities. While the ini-
tial involvements of the teacher are time consuming, the
dividends will be large and productive and well worth the
early investments of time, patience, and trust.
In most instances paraprofessionals expect and welcome
close supervision from their cooperating teachers . A close
relationship is reassuring and contributes greatly to the
growing confidence of the paraprofessional . Because of per-
sonality differences, some aides may not be as receptive to
such supervision, but they must be made to understand that
close supervision is a major ingredient of on-the-job training.
In fact, anyone unable to accept close supervision and
pro-
fessional criticism should be discouraged as a classroom
aide.
Nevertheless, teachers should not smother their aides
with motherly care or paternalistic guidance. The
super-
vision should be administered in the light of
providing the
^ Kelvin H. Robb, Teacher Assistants (Columbus,
Ohio
Charles E. Merrill Publishing Co., 1969), p.
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aide with greater insight of the processes of education and
a greater understanding and an appreciation for the parti-
cular activity or strategy being employed as well as be-
coming acquainted with alternatives. The close supervision
can also be instrumental in gaining timely feedback from the
aide
.
Amazingly, many classroom observations revealed that
teachers failed to capitalize on the strengths and parti-
cular talents their aides had which were in demand. This
occurred primarily because the teachers were generally un-
aware of special talents and interests their aides possessed.
Some teachers felt threatened that the aides could do some-
thing that they could not do as well and avoided the discom-
fort by not allowing the aide to demonstrate his special abil-
ities. Teachers must reasonably accept the concept of appro-
priate and maximum utilization of available human resources
to enhance the educational experiences of the students.
A number of observations revealed more positive atti-
tudes of teachers concerning utilization of special talents
of their aides. One particular teacher was aware of exten-
sive Botany experiences her aide had and readily called for
and encouraged her aide to share some of her leaf collections
and experiments with their sixth grade science class. She
introduced the aide as an expert and eagerly shared in the
learning experience with the children. She later, in the
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presence of the students, thanked the aide for his contri-
bution and referred all related questions subsequently asked
by students to the aide.
In some classes, especially in one in an open classroom
setting, it was impossible to tell who was aide and who was
teacher. Both personnel served as resource individuals to
their highly motivated students.
The assignment of challenging tasks can be a source of
motivation to paraprofessionals . The tasks should be chal-
lenging but obtainable, since impossible tasks have a ten-
dency to frustrate and undermine or destroy self-confidence.
Generally, aides are anxious to engage in new experiences
and assume greater responsibility, especially when they are
felt needed and are allowed to perform some worthwhile function.
They should be reasonably prepared for the tasks and open to
both support and encouragement from the teacher.
Some aides do not desire additional responsibilities.
Usually they are not interested in a career in education and
are for the moment satisfied with performing only those tasks
they did when they entered their jobs. The greatest motiva-
tion a teacher can provide for these aides is to prepare
and allow them to work with children. If they are aware of
children’s needs and of how they may serve children in small
but significant ways, they may become more willing to
assume
more challenging tasks. The teacher, in this case, must
work
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much harder to support and encourage the aide's involvement.
A major concern is that leaders in the helping pro-
fessions be able to see things as the individuals whom they
help. Teachers need to appreciate the feelings, attitudes,
wants, goals, and desires of their paraprofessionals and be
capable of empathizing with them. Teachers should serve as
effective models, reinforcers, and extinguishers of behaviors
related to or affecting those prescribed roles their para-
professionals agree or not agree to assume.
Empathy is a prerequisite to sensitively and appropriately
advising and supporting paraprofessional members of the teach-
ing team. Cooperating teachers must be extremely aware of and
take into consideration the many values their paraprofessionals
have that concern and affect their occupations, attitudes and
performances. Such a relationship should not be interpreted
or allowed to become invasions of the privacy of paraprofes-
sionals, but should be regarded as and intended to be a pre-
liminary step to optimizing the paraprofessionals
'
personal
and job satisfaction.
Getzel suggests that since there are a variety of tasks
to perform and a variety of workers to perform them in most
organizations
,
it is possible to maximize personal satisfac-
tions.^"^ Unfortunately, the classroom is not so largely or
^^Combs, Avila, and Turkey, Helping Relationships , pp. 185,215.
Jacob Getzels, James Lipham, and Roald Campbell, Educational
Administration As A Social Process (New York: Harper and Row Pub
Ushers
,
1968), p. 331.
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diversely staffed and the lesser pleasant or unsatisfying
tasks cannot be postponed.
While it is possible for the organizational man, whose
individual goals may coincide with the organization's goals
and may maximize his personal satisfaction, it remains most
unlikely that a paraprofessional can maximize his personal
satisfaction, inasmuch as he is expected and should expect
to compromise some of his personal goals in the interest of
helping students realize educational experiences and growth
and development.
A major element of support required of cooperating
teachers is to provide relevant and adequate on-the-job
training for their paraprofessionals . This involves sharing
theories, strategies, methods and materials suitable to en-
hance the education of children. The other side of the coin,
opposite the theoretical education of aides, is to provide
reasonable practical experiences with the children and oppor-
"tunities for the aide to assume meaningful responsibilities
in the classroom. It can no longer be regarded as a nice
gesture for teachers to allow aides to participate in the
planning and teaching activities, but it must be recognized
as vital parts of career development and on-the-job training
for the classroom helper.
Generally, the teacher should share professional infor-
mation with her aide by creating a reading file for the
aide
A file might contain school daily bulletins,
special notices
I
83
operational procedures as well as information gathered on
various skills or tasks the aide is expected to perform.
The use of a reading file should not replace personal con-
ferences between aides and teachers, but should supplement
specific times set aside for professional chats, planning,
evajLuation, and problem solving meetings.
In addition, paraprofessionals should be invited to
attend and participate in regular teaching staff meetings.
While this advice is unpopular, arguments against it are
loud but illogical. Howard Brighton, who has written much
on the subject of paraprofessional staffing, recognized ad-
vantages of aides attending staff meetings and receiving first
hand information. But he backed down by being unwilling to
C O
take ’’the risk of alienating the professional teachers."
Aides generally regard such exclusion as a breach of trust
and there is reasonable evidence that those aides attending
staff meetings have higher morale and feel a greater part of
the educational team in the school. Also, if "professional
teachers" are alienated because of the attendance of aides in
staff meetings there is a flaw in the helping relationships
existing in the school and probably a serious leadership prob-
lem. Teachers should define the aide’s role in as much detail
as needed. They must consider the needs of the students and
the support needs of the cooperating teacher; and then deter-
mine how the aide can be used most effectively and efficiently;
^^Howard Brighton, Utilizing Teacher Aides in Differentiated
Staffing (Midland, Mich.: Pendell Publishing Co., 1972), p. 1U7
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and finally follow the legal and policy limitations on the
use of paraprofessionals
.
General rules concerning how detailed job descriptions
should be would be misleading as it must be a product of
many considerations and could vary from team to team, even
in the same school setting. Some teachers prefer that jobs
for paraprofessionals are spelled out in detail as a means
of protection from liability incurred in the improper use of
aides. On the other hand some teachers feel freer to have
general guidelines which allow for their personal interpre-
tations and their individual designs for the use of para-
professionals .
Some aides find detailed policies and rules too con-
straining to realize their desire for increasing involve-
ment in the education of children while some welcome that
protection from what they consider arbitrary or abusively
used by insensitive and hostile teachers.
A general and safe rule is that aides should be allowed
to use their talents to enhance the education of children.
At the same time, certain housekeeping and often less attrac-
tive but necessary duties must be performed. The assigned
role perceived by the aide should be reasonably close to the
expectations of the cooperating teacher. Some trade-off
in role expectation and perception is expected and
desirable
providing the concessions do not jeopardize the chance of
I
I
85
realizing the goals of the organization or violate existing
laws
.
Generally, aides are not authorized to perform in-
structional duties unless written laws are provided to in-
dicate otherwise. Nor are they authorized to regulate stu-
S9
. .dent conduct. It remains the practice, however, that aides
6 n
can do anything that their teacher instructs them to do.
The question of liability is a major and recurring one. States
either do not have policies concerning the use of parapro-
fessionals or their policies are extremely vague and appear
to be inappropriate to the new breed of aides with considerable
professional training and extensive practical experiences. The
following passage is reassuring to administrators and teachers
who find little merit and much discontent with the limited
use of available paraprofessional talents.
Where an administrator or supervisor appoints
a well-qualified person to perform certain func-
tions about the school and injury results, the
administrator is not liable for negligence. The
general rule of law is that in the public school
situation the master is not liable for the com-
missions or omissions of his servants; therefore,
"teacher or principal is not liable for the ^neg-
ligent acts of a properly appointed and qualified
teacher aide.^^
^^Jean York, The Roles of the Paraprofessional and
irofessional Personnel in Team Teaching (Dallas: The
'ress
,
1971 ) , p.
~ '
Para -
Leslie
James S. Payne, "Teacher Aides-Yes, Maybe, No,"
Virgini a
Journal of Education, (Feb., 1971), p. 20.
S^York, Roles of Paraprofessionals , p. 31
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Local school departments have effected more conser-
vative policies based on their fear of legal repercussions
and their unwillingness to depart from the relatively safe
position of doing nothing. Teachers are caught in a "they
won’t let me do it" syndrome and since they are seldom pre-
pared to utilize paraprofessionals anyway, they continue
their unimaginative and much restricted use of their aides
and blame "city hall."
CHAPTER FIVE
TOOLS-TECHNIQUES FOR IMPROVING INTERPERSONAL RELATIONSHIPS
More and more, educational administrators are facing
the untenable position of not meeting the educational needs
of children. Communities have demanded more; and their pro-
fessional-paraprofessional staffs have lost respect and denied
support. By and large, the problem has been a leadership one.
A simplistic, but adequate, explanation is that these adminis-
trators have generally operated a "brush-fire" or crisis type
of management and have not had or taken the opportunity to
carefully analyze and re-evaluate their goals in light of
our changing times nor program their resources for effective
and efficient use.
A formula synthesized and later modified by Hersey and
Blanchard defines effective leadership as a function of the
leader, the follower, and other situational variables. "An
effective leader is able to adapt his style of leader be-
havior to the needs of situation and the followers." This
chapter will deal primarily with functions of the leader in
solving problems and creating stability in helping relation-
ships. Gustav Ichheiser in "A Study in False Social Perception"
^^Paul Hersey and Kenneth H. Blanchard, Management of Or-
ganizational Behavior , 2nd ed., (Englewood Cliffs, N.J.: tren-
tice-Hall
,
Inc., 1972), p. 80.
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concluded ’there is a "tendency lo overes’tima’te the role
of personal variables at the expense of underestimating the
irifluences of situation factors to explain human behavior.
Educational administrators can do relatively little to
change personal variables affecting the interaction of in-
dividuals in helping relationships; however, they can do
much more to alter their own leadership styles and manipu-
late the environmental situation. The administrator can mani-
pulate a number of critical variables that contribute to the
environmental situation.
The following administrative functions will be discussed
and suggestions will be made how they can alter the environ-
mental situation to improve the relationships between cooper-
ating teachers and paraprofessionals : establishing criteria-
standards 5 determining needs, making assignments, and pro-
viding orientation-training.
^
^Gustav Ichheiser, Misunderstandings in Human Relations
(Chicago: The University of Chicago Press, 1949), p. 46.
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ESTABLISHING SELECTION-PERFORMANCE CRITERIA FOR PERSONNEL
States and local school departments vary widely in their
criteria used to select paraprofessionals . Requirements
I
range from no specific requirement for a high school diploma
or equivalency score to a requirement for four years of col-
64lege as in the states of Rhode Island and Washington. The
use of academic training as a major criteria tends to obli-
terate other more important indexes of potential performances.
A brief examination of some of the other misleading, vague,
and non-essential concerns labeled as criteria suggests that
such "measurements" fall far short of correlating with the
task-responsibilities assigned to paraprofessionals and do
not adequately approach those concerns for qualities essen-
tial in helping relationships. Many criteria are simply un-
important. For example, some paraprofessionals are required
to be citizens of the United States. Yet in view of the in-
creasing need to develop a polycultural approach to education,
this criteria creates a diametrical and constraining effect
on meeting the educational needs of children in a changing
society.
Another counterproductive requirement is for successful
work experience. A major focus of New Careers-type programs
^^Rodney M. Borstad and John A. Deward, "The Paraprofession-
al and the States," The National Elementary Principal , XLIX,
No. 5 (April, 1970), 66-67.
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such as the Career Opportunities Program is to develop human
resources from the ranks of those who have been determined
6 5to be high-risk.” Many talented people with extremely
"high-potential" are screened out of consideration by this
criteria
.
' Another requirement is a three year residency in the
state. This criteria seems to violate the rights of indi-
vidual citizens who have a life-style of moving more than
others. Again this has the effect of screening out a large
number of people without any logical advantage to enhance-
ment of the quality of services in the helping professions.
In fact, an argument can be made for including individuals
with experiences living in various states and areas of the
country to offset the provincial attitudes that exist in our
many closed minded towns and school systems.
Finally, many systems demand the highest ethical and moral
standards as well as neatness and acceptable personal appear-
ance. These criteria are vague and archaic. Surely, school
departments should not solicit people of "questionable
morals," but neither should schools undertake the puritanical
and witch hunting roles of determining subjectively the moral
backgrounds of individuals. Likewise, neatness is irrelevant
to talent.
^^U.S. Department of Health, Education, and Welfare Career
Opportunities Program (Washington, D.C.
:
Government Printing
Office, 1970), p. 8."
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Instead of such often used but basically unimportant
criteria, the major concern should not be an academic one
of how they sound or may be rationalized, but should be
how' practical and functional they are in selecting suitable
personnel to work in helping relationships with children and
I
cooperating teachers. The following is an attempt to pro-
vide administrators with some more appropriate considera-
tions to review when selecting their paraprofessional staffs.
One major reminder and caution is the fact that a good or
adequate checklist used insensitively may be as bad as or
worse than a poor list used well.
Paraprofessionals should be selected on some assessment
of their possession of or potential for developing the
following traits-characteristics
:
1. work cooperatively with otlier adults in a helping
relationship
;
2. possess wholesome and understanding attitude toward
children;
3. some general knowledge and wide general interests;
4. have some sense of responsibility to children, teachers,
community, and the educational process;
5. have some general understanding of the purposes and
organization of public education;
6. possess basic skills in reading, writing, and speaking;
7. have reasonable sound mental and physical health,
8. willing to assume duties prescribed;
929.
willing to make contributions to the educational
process;
10. willing to grow professionally in skills and values;
i
and
11. willing to undergo training to improve in all the
I
above areas where they are marginally or inade-
quately prepared and grow from evaluations.
Some hints for aides as presented by Shank and McElroy
may be easily and appropriately translated into additional
criteria for consideration when selecting paraprofessionals
,
although these traits may be enhanced during orientation and
in-service training.
12. know where you fit in the educational process;
13. know your relationship to the cooperating teacher;
14. be patient and respectful of the cooperating teacher;
15. be proud of the work you perform;
6 6
16. resolve to seek new information and develop new skills.
Howard Brighton suggests even further "qualities inter-
viewers look for in screening teacher aides." While he does
include a number of the above considerations, he introduces
some that obviously deal with areas of frequent complaints
by teachers and administrators who have had experiences
working with paraprofessionals . Generally these concerns
^^Paul C. Shank and Wayne McElroy, The Paraprofessionals
or Teacher Aides Selection, Preparation and Assignment (Mid-
iand, Mich.: Pendell Publishing Company, i970), p. 3.
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are premature at initial screening--selection and are more
appropriate for orientations and subsequent evaluations.
17 . have restraint in the use of crude and abusive
language;
18. restrain philosophy for and use of physical force
and coercion;
19. respect individual differences and personal worth
of teachers and administrators;
20. develop appropriate philosophies concerning empathy,
apathy, authority, and permissiveness;
21. restrain personal bias and prejudice;
22. restrain personal points of contention and areas of
criticism;
23. develop acceptable philosophies of leadership and
followership; and
6 7
24. demonstrate sensitivity to the needs of youth.
Most of the above traits, if not all of them, appro-
priately apply to the cooperating teacher as well as to the
paraprofessional in the helping relationship. Since the
teacher is in charge in the classroom and is the primary ini-
tiator of actions and communications in the relationship,
however, teachers have additional prerequisites useful for
developing a helping relationship with a paraprofessional
.
^
"^Howard Brighton, Handbook for Teacher Aides (Midland,
Michigan: Pendell Publishing Company, 1972;, p. 39-40.
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Ned Flanders emphasizes the importance of interaction
as a major feedback to indicate the level of learning and
interpersonal adjustments. While his research dealt with
the relationships between teachers and students, that re-
lationship can be applied to the similar relationships be-
tween teachers and paraprofessionals . Since a major source
of the problem of ineffective, inefficient utilization of
paraprofessionals is largely a communications one, Flanders'
recognition of desirable communications skills suggests cri-
terion for the selection of teachers for working with para-
professionals .
He feels teachers should have the abilities to:
1. accept, clarify, and use ideas;
2. accept and clarify emotional expression;
3. relate emotional expression to ideas;
4. state objectively a point of view;
5. reflect accurately the ideas of others;
6. summarize ideas present in group discussion;
7. communicate encouragement;^®
8. question others without causing defensive behavior; and
9. use criticism with least possible harm to the status
of the recipient.
Flanders' communications criteria are remarkably similar
to Rogers' concerns for establishing helping relationships.
Both works preface a concern for interaction of personnel and
the resulting influences such interaction has on the relation-
ship.
^^Flanders, The Role of the Teacher, p. 3.
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following qualifications for cooperating teachers
are essential in helping relationships with paraprofessionals
:
I
I
1. be able to give clear directions to paraprofessionals and
obtain feedback to insure that they understand;
2. demonstrate patience with and respect for the aide during
I
verbal and non-verbal cues;
3. remember that the aide is to free them to provide addi-
tional individualized instruction for students;
4. be willing to teach aides skills they can learn and
apply and provide rationale for the strategy used as
well as for the tasks to be performed; and
5. make corrections, suggest alternatives, or reprimand, if
needed, in private.
h
i
I
I
I
i
I
I
1
I
I
I
I
I
I
I ^^Shank, The Paraprofessionals , p. 3.
1
I
I
I
I
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ORIENTATION - TRAINING
Most principals and teachers interviewed during this
study indicated that they received too little orientation
prior to getting involved in paraprofessional staffing. Gen-
erally paraprofessionals share that feeling, that their prin-
cipals and teachers have not received appropriate or ade-
quate orientation, and that they themselves were initially
handicapped by the limited orientation they had received.
Varying opinions exist on the following questions:
1. What duties are appropriate for paraprofessionals
to perform?
2. What can paraprofessionals legally do?
3. What background and training is essential to perform
particular duties?
4. How formal should the relationship between teachers
and paraprofessionals be?
5. How much supervision is needed?
6. How much supervision is desirable?
7. Who should the paraprofessional be primarily respon-
sible to, the teacher or the students?
8. How effective is the use of paraprofessionals?
9. What are the separate and coordinated roles of teachers
and aides?
10.
How should problems be resolved?
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The answers to these questions will vary from situation
to situation, but there should be some consistency and rea-
sonable agreement between a cooperating teacher and parapro-
fessional working together in the same classroom. Orienta-
tions should make both parties aware of the significance of
these questions and provide some general guidelines or con-
cepts to facilitate a basis for agreement and decision making.
A major source of discontent and conflict is over differ-
ences between the cooperating teacher’s role expectations and
role perceptions by the paraprofessional . This is further
complicated by a general lack of understanding of the needs
and motivations determining the attitudes and behaviors of
the other party in the absence of understanding. The rela-
tionship deteriorates further into mutual suspicion and mis-
trust .
Orientations can be instrumental in greatly reducing or
eliminating these problems if the above questions posed by
teachers and paraprofessionals are adequately dealt with.
It is paramount that these questions are considered from the
different frame of references of administrators , teachers
,
paraprofessionals , and students.
Experiences suggest that initial orientations should be
separate for cooperating teachers and their paraprofessional
helpers. In separate orientations, both groups find it easier
to be more open and thorough in dealing with their frustrations
98
a.nd opinions without putting one enother on the defensive
and thereby threatening their on-going relationships. When
they are better aware of their own attitudes and understand
the attitudes of the other party, they can be more objective
and less threatened in open and honest encounters as they
pursue solutions to joint problems. "Teachers should be
appraised of all relevant information about aides before
the aides are assigned." Aides should have similar prior
knowledge of their cooperating teachers
,
however in both
cases caution should be exercised not to bias the attitudes
of personnel against the other party in the relationship.
Training--There are three general categories of Inservice
Training
:
1. generic training which focuses on principles
and theories in the field of work;
2. skills training which deals primarily with the
development of ability and expertise to per-
form specific tasks; and
3. human relations-team training which emphasizes
role perception and interaction within that
particular profession
.
*^^Shank, The Paraprofessionals , p. 3.
^Gordon V. Klopf, Garda W. Bowman, and Adena Joy, A Learn -
ing Team: Teacher and Auxiliary (New York: Bank Street Col-
lege of Education, 196 9 ) , p"i 14T
.
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Almost any training can be rationalized as important
in making individuals more well-rounded, but the manager
I
for career development must be able to recognize quality
I
over quantity and be committed to providing relevant train-
ing to enhance job performance and improve interpersonal
i
relations. Since this study is primarily concerned with
administrative responsibility for developing and maintaining
healthy relationships between cooperating teachers and their
paraprofessionals
,
human relations-team training will be the
major concern discussed in this section. A general framework
for considerations will be provided, but details will be left
to those administrators who must diagnose their particular
situations and determine objectively and subjectively what
specific applications of these guidelines and recommendations
are appropriate to their particular needs.
The process necessitates administrators, teachers and para
professionals actively engaging in self-exploration , self-under
standing and pursuing alternative courses of action as indi-
viduals and members of teams participating in helping rela-
tionships. They must understand and reasonably agree on
their separate and joint responsibilities and the relation-
ships of their roles.
Klopf summarized in behavioral terms competencies needed
by all team members; "ability to develop open and honest re-
lationships with a wide range of people of various age levels
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and with different backgrounds and life experiences."^^
It is generally agreed that the most effective way of pre-
paring teams is to train personnel as teams. This process
isn’t as easy as it seems due to the fact that individuals
have already undergone various stages of formal and/or in-
formal training and have already formed attitudes and be-
liefs concerning what they should be and have somewhat
fixed expectations of others in their shared relationships.
The situation requires unlearning of some former beliefs as
well as learning to perceive new roles and new patterns of
interaction within specific interest groups.
Training may be administered via a number of structural
staff development approaches:
1. Seminar—a small group meeting of one or more sessions
to study in depth a particular topic, usually in
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theoretical terms
.
Teachers and paraprofessionals alike, quickly become im-
patient with theoretical studies and are anxious to receive
information that is closely related to their particular situ-
ations and their order of priorities. If communication is
"their major problem, they will probably be unwilling to spend
a great deal of time being concerned with evaluation, a process
in which they need greater understanding but not appropriately
timed to meet their immediate and more pressing need.
^^
Ibid
.
,
p. 44.
^^Ibid.
,
p. 50.
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The administra.'tor mus1: ask himself the diagnostic ques-
tion: "What are the specific job-related human-relations-
team teaching needs of my cooperating teachers and parapro-
fessionals?" . . . and secondly, "What logical order of pri-
ority would they set for solving their problems?" Both of
these questions must be answered from the frame of references
of the teachers and paraprofessionals
,
not from the point of
view of the administrator.
The administrator’s bias will be more in the areas of
effectiveness and efficiency while the teachers and parapro-
fessionals will place a higher value in the quality of their
shared experiences and implications for further relationships.
Usually high on the list of priorities of teachers and
paraprofessionals concerning team teaching is "What roles may
paraprofessionals perform?" This topic is discussed in some
detail in this chapter and may serve as basic material for
a seminar on that topic. The advantage of the seminar is
that it can be focused directly on key problems in short
periods
.
2. Course— an organized approach to a subject meeting
^
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periodically for a relatively large span of time.
The administrator can make excellent use of specially
designed courses to deal more thoroughly with a larger num-
ber of interpersonal-team teaching objectives.
74 Ibid.
,
p. 50
.
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If college credits can be provided it may serve as
ample motivation to get inservice cooperating teachers in-
volved in investing their time, if release time cannot be
I
made available. (See Appendix E for an example of an out-
line used to develop a course for teachers on "The Effective
i
and' Efficient Utilization of Paraprofessionals . "
)
Administrators can program both theoretical and situ-
ation-oriented concerns and integrate them in ways satis-
factory to teachers and paraprofessionals . Participation
of students is a paramount concern in such a course in order
to provide clues of developed or changing attitudes of para-
professionals and teachers in order to determine redirections
and emphasis during the course.
3. Workshop--a series of small group activities con-
cerning analyzing, exploring and/or experimenting
75
with alternatives to a particular problem situation.
The advantage of the workshop is the intensive nature of
participation and motivation. A common fault is that there is
seldom follow up and the fact that all of the forces of the
real situation were not represented and therefore negates the
application of those easier reached decisions during the con-
trolled workshop experiences.
"Workshops well received by teachers and paraprofessionals
have been building and sustaining team relationships" and
75Ibid
. ,
p . 51
.
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"applying team concepts to the teaching of various disci-
plines." Demonstrations provide a valuable contribution in
integrating theoretical considerations with practical appli-
cations .
4. Conference—usually a large number of people gathered
i .
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I to share information and experiences.
There is much to be learned from others in the same pro-
fession and teachers and paraprofessionals can obtain aware-
ness and appreciation of their relative growth and develop-
ment which they may not have seen while confronting other
problem situations. Hearing of the success other teams are
having can serve as greater incentive to try for those with-
out successes to build upon. Well attended, planned and
scheduled conferences pay high dividends.
5. Institutes--a cluster of training experiences desired
.77
to develop some new and specific skill.
Institutes frequently are considered to be threatening to
some participants since the focus is to develop new competen-
cies; suppose a participant is not so fortunate and returns
to his job more confused than before or the skills emphasized
at the institute were not appropriate to his needs. To pre-
clude these experiences the administrator should publicize
the agendas and objectives of the institute well in advance
77
Ibid
.
,
Ibid.
I
p . 51
.
I
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and should insura "thal: participanlis are aware of
what skills will be dealt with, a simple checklist indica-
ting particular needs-interests may be adequate to provide
desired feedback.
All institutes should provide some means of follow up
consulting or reading references to aid individuals to more
clearly understand or facilitate application of new skills
to their particular situation.
6. "Carousel"--a series of simultaneous activities where
7 8participants rotate from experience to experience.
A variety of activities may be provided to meet a wide
range of needs or provide a number of alternatives appro-
priate to a given situation.
7. On-the-job training-- job or laboratory based training
to prepare a person for a job while he is undertaking
some of the responsibilities of that job. An excel-
lent means of providing human relations-team training
for a newly assigned teacher and paraprofessional is
to provide them with the opportunity to observe suc-
cessful teams in operation.
Content for training should include but not be limited
to the following topics:
1. Understanding Role Theories and Concepts
a. The paraprofessional ’ s developing role
b. The teacher’s changing role
*^®Ibid.
,
p. 51.
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c. Relationships of roles
2 • Influences on Individual Role Acceptance and Performance
3. Analysis of Possible Roles - Task Analysis
4. Cooperative Planning
7 95. Cooperative Evaluation
a. cooperation
b. sensitivity
c. leadership
d. flexibility
e. commitment
f. effectiveness
6. Understanding Communication Process
a. Channels and flow
b. Verbal and non-verbal forms
c. Solving common problems
7. Development of Professional Attitudes and Behavior
8. Designing and Utilizing Career Ladders-Lattices
9. Applying Principles of Helping Relations to Team Teaching
a. Identifying Individual and Group Goals
b. Working Toward Common Goals
c. Functioning as a Team
d. Developing Techniques and Authority
e. Sharing Responsibilities and Authority
f. Sharing Ideas and Interests
g. Being Both Leader and Follower
h. Being Able to Assume Different Roles at Different Times
i. Receiving and Giving Support
Many of these topics have been developed in greater detail
in various sections of this paper; the ultimate decision for
developing details relevant to training needs must be a result
of localized and shared concerns of administrators, teachers,
and paraprofessionals
.
"^^Gladstone Atwell, Manual for Utilization of Auxiliary
sonnel (New York: New York City Board of Education, 1970 ), p.
-37
.
I
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MAKING ASSIGNMENTS
A wide range of opinions exist on what should be the
major consideration for pairing cooperating teachers and
paraprofessionals . Generally these determinants may be
loosely classified into two categories, primarily in the
interest of children and school needs or primarily in the
interest of paraprofessional and/or teacher needs. There
is overlapping of some determinants to both categories. It
is suggested that administrators make some subjective evalu-
ation of whether he would rate a potential assignment as high,
average, or low for each general category and then decide
what is the best trade off for that particular situation.
Check List of Considerations for
Assigning Personnel to Teams
I. SCHOOL - STUDENT NEEDS
a. meet specific job needs
b. provide students with the widest range
of resource talents (mixed talents)
c. provide students with a highly spe-
cialized team (matched talents)
d. provide model for racial integration
e. create a working model of mutual
trust-raspect
f. provide a model for varying opinions
g. provide a model for different life-
styles in harmony
0)
bO
aj
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SCHOOL - STUDENT NEEDS (continued)
h. balance liberal with conservative
j
i. balance free style with structured
style
j. List other considerations:
2 .
3 .
II. PERSONAL NEEDS OF PARAPROFESSIONALS AND/OR
TEACHER
a. mixing interest and life style
b. matching personalities
c. supplementing talents and skills
d. enhancing job satisfaction
1. of teacher
2. of paraprofessional
e. maintaining mutual trust-respect
f. allow teacher to choose aide
g. allow aide to choose teacher
h. allow for self-actualization
1. of teacher
2. of paraprofessional
i. good for team morale
List other considerations:
0)
bO
cC u
bO (U 3
•H > OK < J
3-
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An assignment decision should be based on a review of
both categories, a thorough survey of the particular commu-
nity
,
school, and classroom situation and detailed know-
ledge of the strengths and limitations of teachers and para-
professionals being considered for assignment. It shouldn't
be regarded as one of those "end of the world decisions," as
the assignment is no more permanent than the administrator
wants it to be. In fact, he should be equally concerned
about adjusting assignments to counter situational changes
or simply poor analyses for earlier decisions.
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INVENTORYING SPECIFIC JOBS TO BE PERFORMED
(A Partial List of' Suggested Duties for Paraprofessionals
)
While this list may appear to be quite exhaustive, it
is, indeed, but a fraction of the many meaningful roles that
may be assigned to paraprofessionals
. Experiences with para-
professionals will suggest even further duties which may be
derived from their abilities, interests, and special talents.
Although some of these duties require much greater preparation
and skills than others, they have all been successfully per-
formed by paraprofessionals in the public school systems sur-
veyed. A summary opinion probably will be that paraprofes-
sionals can do almost any job that the teacher can. That is
precisely the feeling of the writer and a major hypothesis of
this study. The only difference, of course, is placement of
responsibility-authority. It is not intended to imply that
all paraprofessionals can perform all of the duties listed,
nor can all teachers. We cannot generalize and must be willing
to review the classroom situation, the needs of the teacher,
and assess the potential of the aide and determine how to use
the available human resource as effectively and efficiently
as possible.
The following duties were assigned to paraprofessionals
by their cooperating teachers; although many of these duties
overlap groups
,
an attempt was made to categorize them for
easier reading and analysis.
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ADMINISTRATIVE DUTIES :
take attendance
help in the preparation of reports
maintain records of individual progress
set up a cumulative filing system for each student
corirect objective-type papers
correct worksheets-workbooks
record grades
transfer marks to report cards
participate in meetings-conferences
collect money-funds and maintain appropriate records
duplicate materials for classroom use
maintain record of text and locker assignments
assist students in checking out library books
maintain records of due dates for books
assist in preparing health records
make home visits alone or with teacher
assist in circulating materials to other classrooms
label supplies and equipment
assist in classroom inventories
collect and insure parental permission forms
set up seating charts
contact parents to set up appointments with teachers
provide information regarding children to guidance office
Ill
GENERAL SUPPORT ACTIVITIES :
obtain and operate machines
arrange picture files
arrange interest centers
arrange and maintain bulletin boards
observe-monitor classroom activities
set up classroom for regular or special activities
maintain bookshelves-reading tables
provide clerical assistance
keep games and materials in condition
administer tests and examinations
write assignments on blackboard
label work for young students
assist with toileting of young children
make picture stories for story-telling
distribute and collect materials
select and arrange students’ work for display
make list of classroom material needs and order supplies
help maintain discipline while teacher is teaching
help young pupils store wraps and put boots on, etc.
keep blackboards clean
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SUPERVISION OF CHILDREN ;
supervise children on field trips
work with student coiiunittees
direct small group projects
supervise playground activities
supervise indoor play periods
individualize instruction
listen to children read, recite, and share experiences
direct independent study-research
conduct drills and exercises to improve skills
provide general guidance
supervise clean-up
supervise pick-up and storing
supervise children caring for plants and animals
PLANNING, RESEARCH, AND DEVELOPMENT :
make training materials
gather resource materials
compile resource materials
prepare collections for display
make inputs in planning curricula
plan learning activities
prepare materials for teachers-students
develop special lessons-units
make review worksheets
prepare seatwork for children
make overhead transparencies
prepare enrichment materials for independent study
113
ENRICHMENT ACTIVITIES :
read or tell stories to children
direct drama or musical performances
play piano or other musical instrument
prepare and conduct experiments
recbrd students' stories-experiences
write plays-playlets for children
use media equipment with students
help students construct scenery
help students make animals
help students make puppets
ADVISORY RESPONSIBILITIES ;
suggest games and activities
suggest reading materials
recommend community-based resource people
keep teacher aware of children's home-community situations
share in planning activities
share in evaluation processes
suggest field trips appropriate to studies
share observations of students with teacher
professionally advise community of school programs and activities
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INSTRUCTIONAL DUTIES ;
assist students with seatwork
team teach
teach special lesson-series of lessons (unit)
teach remedial or make-up lessons
substitute for teacher during her absence
take class while teacher is out for short periods of time
gerve as resource person to students
conduct experiments
teach poems, songs, and games
reinforce skills taught by teacher
contribute to discussions
conduct drills and practices
tutor individual students
teach arts and crafts
teach "shut-ins"
individualize instruction
help student evaluate their progress
teach special skills (e.g., knitting, cooking, carpentry, etc.)
teach learning skills (e.g., reading, math, problem solving)
teach motor coordination
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RESPONSIVE-CATALYTIC BEHAVIORS :
develop positive pupil self-images
instill personal hygiene habits
develop reading-readiness skills
monitor pupil behavior
listen to students
give positive feedback to students
provide activities for emotionally disturbed children
make referrals (with consent of teacher)
help foreign born children adjust to new culture
help American children adjust to children of other cultures
comfort hurt or upset children
provide healthy adult image for children
help students develop positive attitudes toward school
facilitate group organizing to solve problems or perform tasks
provide assistance-guidance to substitute teachers
provide individual attention to children's needs
encourage pupil participation
help diagnose individual difficulties
help students use problem solving methods
give students follow-up directions
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SPECIAL DUTIES :
supervise learning resource center
media center specialist
bus monitor
develop and produce a newsletter for parents
supervise lunchroom
provide clerical support
assist with breakfast program
serve as traffic guard
serve as library assistant
serve as special reading assistant
advise student organizations
supervise extracurricular activities
"The usefulness of the teacher aide should be restricted
only by his own personal limitations in whatever duties may
8 0
be assigned to him by the regular classroom teacher."
The ultimate decision on what and how much the parapro-
fessional should be allowed to do or not do usually is made
by the cooperating teacher. Investigations of cases where
teachers were extremely conservative in their use of para-
professionals in the classroom revealed two significant and
common causes: that the teachers were insecure in the helping
relationships and that there were specific examples of a lack
I
' ^^Administrative Leadership Service, Teacher Aides or Auxi-
liary School Personnel (Washington, D.C.l Educational Service
! Bureau
,
1966 ) , p^ 13 .
I
I
•
i
I
I
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of trust in the other adult.
Hopefully this checklist of duties that paraprofessionals
have performed will serve as some incentive for teachers to
strive harder to allow and take advantage of greater parti-
cipation from the available human resources at their disposal.
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ROLE ENGINEERING
How does a teacher proceed to make greater and more
effective use of a paraprofessional? As stated earlier,
the administrator can do relatively little to change the
relationships between cooperating teachers and their para-
professionals by managing or regulating their personality
differences
,
but he does have a much greater capacity to
alter the environmental situation in which they work. Fred
E. Fiedler calls this process "organizational engineering"
and contends that "it is almost always easier to change a
man's work environment than it is to change his personality
or his style of relating to others." Making strategic use
of the selection-assignment processes along with "role-engi-
neering," an administrator may reap greater harvests of suc-
cesses in managing personnel, operations, and training to
facilitate improved helping relationships.
Role Engineering may be defined as the process of ad-
justing the dimensions and focus of jobs and re-establishing
the structural and functional relationships of the personnel
manning those jobs. More specifically, the educational su-
pervisor may change the job specifications and role-sets for
cooperating teachers and paraprofessionals to enhance their
interpersonal relationships and team successes
.
®^Hersey and Blanchard, Management of Organizational
Behavior, p. 127.
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An extensive study by Biddle and Rosencranz on teacher
role behavior concluded that "the teacher is on rails and
almost nothing can be done to alter the role performance
short of radical structural change, such as that involved
in team teaching." Effective team teaching is precisely
and ultimately a solution to the marginal to poor relation-
ships that frequently exist between cooperating teachers
and their paraprofessionals
,
but the transition from a single
teacher-dominated classroom to that of teams of learners--
teachers, paraprofessionals
,
and students--is a difficult
challenge. Both teachers and paraprofessionals must be
trained for such seemingly drastic, but necessary, change.
Administrators may engage in a series of role engineering
techniques to facilitate orderly, meaningful, and stable
change. Among those techniques are:
1. role analysis
2 . role development
3 . role enrichment
4. role enlargement
5. role fragmentation
6. job rotation and/or reassignment
7. creation of new roles and career development
8 . alteration of role-sets and team development
These techniques are interrelated and their application
will cause overlapping considerations, therefore, for academic
and functional purposes brief definitions-explanations and
examples will be provided.
®
^Goodwin Watson, Change in School Systems (Washington,
D.C.: National Training Laboratories, NEA, 1967), p. 9-10
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1 . Role Analysis--the identification and examination
specific duties associated with the teacher's andprofessional's assignments.
of
para-
A worksheet may be effectively used by the administrator,
teacher, and paraprofessional to focus their attentions on
some key concerns in designing jobs for paraprofessionals
.
A suggested format with partial example of its use follows:
ROLE ANALYSIS WORKSHEET
Duty: (Individualizing Instruction)
Environmental Minimum Performance
Constraints Criteria-Standards
-school goals
-teacher
talents
-aide talents
-classroom
structure
-time avail-
able
-number of
students
-technicality
of subject
matter
-student
needs
-monitor student
activities
-seek out students
who need help
-diagnose student
needs
-provide alterna-
tive solutions-
experiences
-motivate /guide
students
-help student
evaluate his
progress
-reward successes
-student
efforts
Prerequisite Enhancing
Knowledge /Skills Qualities
-knowledge of
general subject
-familiarity with
learning styles,
special inter-
ests, learning
difficulties
,
and successes
of students.
-techniques of
individualizing
instruction
-pleasing
persona-
lity
-teaching
style com-
patible
with stu-
dent ' s
learning
style
Role analysis can be a tool to role understanding and
perception. Such clarification of roles can be a major force
in reducing perceptual difference which is often a source
®^Getzel, Lipham, and Campbell, Educational Administration ,
p . 367 ,
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discord between cooperating teachers and
paraprofessionals
.
2. Role Development--the programming of seasoning exper-iences and relevant on-the-job training to promote
individual professional growth to ensure a higher
calibre of performance ... or more simply stated,
the improvement of the quality of performance of a
particular role.
For example, for the above duty of providing individual-
ized instruction, role development could take a course of
helping the paraprofessional to be more accurate in diag-
nosing individual problems and needs, more therapeutic in
prescribing alternative experiences; and more propitious
in releasing students to their own educational pursuits.
3. Role Enrichment-- "the deliberate upgrading of responsi-
bility, scope, and challenge in work. "84
While it is true that all jobs or tasks cannot be the best
nor can all worker self-actualize in their present jobs, much
can be done to improve most jobs in education to the relative
satisfactions of teachers and paraprofessionals . Some sug-
gestions for engineering richer and more rewarding job ex-
periences for teachers and paraprofessionals are:
a. Permit role adaptation and self-actualization as long
as it does not produce unmanageable strain on the oper-
ations of the classroom.
®^Hersey and Blanchard, Management of Organizational
Behavior, p. 58.
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Role adaptation occurs when the paraprofessional
and/or teacher performs in accordance with role expec-
tations, while self-actualization occurs when they per-
form in accordance with their personalities.®^ Such
flexibility in leadership styles, organizational stan-
dards
—
goals and individual adjustments can in the long
run enhance better interpersonal relationships and ul-
timately greater individual efforts in the interest of
the organization. There is and must be flexibility of
behavior associated with roles. ”A role may be thought
of as lying along a continuum from ’required’ to ’pro-
hibited . ' "
b. Personalize the Roles—Change the roles to fit the
8 7teachers and paraprofessionals . A major tenet of team
teaching is to capitalize on the use of available sources
of talent. The administrator must survey and be constantly
aware of available talent. (See Appendix F for a format
for skill-interest survey for paraprofessionals
)
c. Perhaps the greatest intrinsic motivation to parapro-
fessionals is to allow them to work with children. Even
when aides and teachers do not get along, the aide can
often find comfort and joy in working with children in
®®Getzel, Lipham, and Campbell, Educational Administration ,
p. 119.
®® Ibid
.
,
p. 62.
87
Ibid.
,
p. 338 .
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some worthwhile task.
d. Offer variety 'to make the job interesting.®®
e. Gxve teachers and aides adequate suppoi’t and training
so that they may feel ready to perform their assigned jobs.
f. oensitively assist aides and teachers in areas of their
difficulties . ®
^
4. Role Enlargement--increasing the work loads of individuals
to include new responsibilities and learning experiences.
This engineering technique is extremely close to role enrich-
ment, but care must be taken not to confuse the two--there can
be role enlargement without enrichment. Most aides surveyed
in this study indicated that they desired and felt that they
were ready for additional responsibilities. There is a need
for continuous communication between cooperating teacher and
paraprofessional on the subject of role enlargement, since
it is a major source of motivation and contributes to better
interpersonal relations when appropriately timed.
A simple, but helpful, tool for administrators is to
survey and maintain a running account of what roles are being
performed by the paraprofessional and what additional roles
the paraprofessional wishes to perform. The teacher should
decide, after appropriate communications with her parapro-
fessional, when and if the para should be allowed greater
^^Administrative Leadership Service, Teacher Aides , p. 33.
89 Ibid.
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involvement in the process of educating children. (See
Appendix G for format for survey)
If the para does not request greater involvement and
^®3.cher feels she is ready for additional responsibili-
ties, the teacher should have a conference with the para-
profsssional to decide whether or not to pursue role en-
largement. A practical rule of thumb is to increase the
responsibilities at a challenging but not a threatening
pace and be prepared to provide appropriate support.
There will also be times when it may be advantageous
to reduce the scope of responsibilities assigned to the
paraprofessional . One example of this is "role fragmenta-
tion. "
5. Role Fragmentation--the breaking down of functions into
the smallest component units of activities or tasks. 90
Some advantages of role fragmentation are:
a. to allow newly assigned paraprofessionals to gain con-
fidence on-the-job by performing tasks that they can do-,
b. to allow highly talented paraprofessionals to utilize
their special skills more thoroughly in the interest of
students
;
c. to allow a division of labor that enhances the overall
success of the team in meeting the individual learning needs
of students;
^^Getzel, Lipham, and Campbell, Educational Administration,
p . 3 0.
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d. to allow individuals to perform new and extremely
challenging jobs bit by bit to preclude frustration and
extreme failure; and
e. to allow paraprofessionals to develop a recognition
and understanding of and an appreciation for various as-
pects of teaching.
Some paraprofessionals have been used as specialists
in various disciplines, but a common danger has been the
neglect of their full professional development by denying
them a variety of on-the-job learning experiences. An ex-
ample of this occurred when a paraprofessional earned the
professional trust of her cooperating teacher to set up a
remedial reading clinic outside of the regular classroom;
the paraprofessional did a sterling job with the students
who were periodically referred to her, but no longer was
able to observe her talented cooperating teacher in the
classroom and was unable to gain certain skills that could
be learned in a classroom setting.
6. Job Rotation--Reassignment--the strategic moving of teach-
ers and/or paraprofessionals to other areas of responsi-
bility for the good of the organization or the professional
development of the individual.
Unfortunately this technique is not used as often as situ-
ations dictate it should be. Too often supervisors-managers
regard assignments in a rather permanent way and are reluctant
in making personnel changes except in extreme circumstances.
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A well-timed rotation or reassignment can provide just the
incentive and environmental setting conducive to greater
productive efforts and improved interpersonal relationships.
Helping relationships must be based on mutually shared
trust and respect. To compromise trust and respect leads
to compromising the relationship. Administrative care must
be given to insuring congenial relationships
,
especially in
classroom situations
. . . where teacher-paraprofessional
relationships are ready examples to students of interper-
sonal relationships.
7 . Creating New Roles and Supporting Career Development--the
fostering of wider and more professional expertise, in
the teaching profession to provide greater personal
options and possibilities for future employment.
Most educational administrators spend so much time strug-
gling with directing personnel to do old jobs better, they
neglect or cannot find the time to concern themselves with
creating new and more relevant roles for teachers and para-
professionals. New roles should be a product of new indi-
vidual skills, a recognition of unmet needs of students, and
a general consensus of administrator, teacher, paraprofes-
sional, and student preferences.
The key to career development is to build upon the
strengths-talents that individuals already have and to pro-
vide realistic career ladders and lattices'to facilitate
their orderly growth and development. The ladder must allow
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individuals to "progress as far as they wish or their abili-
ties permit, from teacher aide to assistant teacher, intern
teacher, and ultimately to certified teacher, while a career
lattice (must) permit auxiliaries to move between teaching,
counseling, administration, and any of the other education
professions."^^ Administrative responsibility for training
to support career development was discussed earlier in this
chapter.
A popular question and growing concern is ... as the
paraprofessional advances, what happens to the cooperating
teacher who is "on a single track" seemingly going nowhere?
There must be provisions for the professional advance-
ment of teachers! All teachers cannot or do not desire to
•become principals, supervisors, guidance counselors, or
uni-
versity professors. There must be greater efforts made
to
retain many of these highly trained, experienced, and
talented
teachers in the classrooms. The benefits to
students and
other members of the educational teams are
obvious. Some
thought has been given, but most frequently
expressed in a
novelty sense, to having a "million dollar"
teacher who is
a "superstar" in each public school
system. As novel and as
extravagant as it may sound, the need is
becoming more and
more rca-listic.
As students learn of infinite
possibilities for their
91
,Lu.S. Department of Health, Education, and
Welfare, Career
Opportunities Program , p. 2 .
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personal and professional achievement and development
and as paraprofessionals are allowed to grow and develop
as far as their talents and efforts allow them to, teachers
must be given similar options and hope.
8. Altering Role-Sets and Enhancing Team Development--"Role-
set^ refers to the pattern of role relationships and con-
comitant complementary expectations which an individual
has by virtue of occupying a single position"92.
. ,
related to other positions.
Roles are frequently so interlocked that individuals
working with poorly staffed teams may not be able to exper-
ience individual job success. Administrators can restructure
such role-sets (teams) to enhance the working of individual
members. All weak links should not be assigned alone to the
same chain. An innovative paraprofessional may find it ex-
tremely difficult to function on a very conservative team,
while in assignment to an open classroom situation and a more
creative team will enhance her morale, performance and most
likely her interpersonal relationships with new team members
who can more closely identify with her style and philosophy
of teaching.
The role-sets may be altered by adding to the number of
individuals in the relationship, for example ... in the
above situation, if it were not feasible to transfer the
paraprofessional, she could be given additional responsibilities
^^Getzel, Lipham, and Campbell, Educational Administration,
p. 84
.
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to work with other individuals with similar interests and
styles. Being afforded horizontal assignment along a
career lattice with special teachers or directors of re-
source or media centers could prove beneficial.
^®S3.rdless of the role-set, the main emphasis must
be the development of team understanding, identification
and efforts. "A greater degree of cooperative efforts is
possible when all understand the authority, organizational
purposes and specific local goals of education
. The
administrator must create a win/win attitude and possibility
for both members of the teacher-paraprofessional team. The
success of the team must become more important than indi-
vidual successes.
Shank and McElroy, The Paraprofessionals , p. 22.
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OBSERVATION - EVALUATION
It: becomes extremely difficult to make observations in
an educational environment and selectively focus on speci-
fic operations of the learning process
,
another case of "not
being able to see the trees for the forest." For evaluations
to be instrumental in promoting relevant change strategy,
however, there must be reasonable success in isolating and
studying those variables that affect specific objectives of
the processes being evaluated. "The criteria for evaluation
of any educational endeavor must include the goals and objec-
. 94
tives set forth when said educational endeavor was initiated."
With this principle in mind, it is necessary to return to
those specific objectives of paraprofessional staffing that
deal with interpersonal relationships of cooperating teachers
and paraprofessionals
.
The two primary focal concerns are: (1) Is there a
healthy helping relationship between cooperating teacher and
paraprofessional? (2) Have the cooperating teacher and para-
p]pofes sional effected a functional and effective team for
learning-teaching?
These objectives become extremely entwined in the class-
room setting and influence a number of other objectives. "The
specific task performances by teacher aides (and teachers) are
^.^Shank and McElroy, The Paraprofessionals , p. 7 8
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secondary objectives by which the primary goals may be
achieved." Other key factors may be evaluated through
pursuing detailed answers to the following diagnostic
questions
:
a. Are children receiving greater individualized
instruction?
b. Is the teacher making reasonable quantitative use
of the paraprofessional?
c. Is the teacher making optimum qualitative use of
the paraprofessional?
The above questions may be considered in greater detail
by making use of the checklists of traits-characteristics
desired of paraprofessionals and teachers along with the
lists, of suggested duties for paraprofessionals that were
I presented in some detail earlier in this chapter.
! Since a major source of interpersonal tension between
I cooperating teachers and their paraprofessionals has been
the teachers’ fear and unwillingness to share responsibili-
II
' ties with another adult in the classroom, it is appropriate
I
'j to suggest as a further checklist answers to the question,
"Is the teacher doing potential auxiliary supervision duties?"
(1) Is the teacher dealing with one of several groups
I
during activity lesson?
(2) Is objective marking required to enable pupils to
I
^^Ibid.
I
1
I
1
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proceed with lesson in hand?
(3) Are children following work cards (work books) in
order?
(4) Are records of individual progress being kept?
(5) Are children officially outside of the classroom
unsupervised?
(6) Are children having problems with materials?
(7) Would the teacher or children benefit by having
their drawings or projects labelled?
(8) Could the paraprofessional serve as a buffer to
help children solve problems who would otherwise interrupt
the teacher?
(9) Did the teacher spend a large amount of time reading
directions or test items to the children while other functions
were neglected?
(10) Did children have to wait for directions (individually)
from the teacher?
(11) Did children have to wait for the teacher to inspect
and admire their work?
(12) Was encouragement given to children working in groups
_96
while the teacher worked with individual pupils.
The administrator may use the above checklist and with
some accuracy determine if a teacher is making wide use
of her
paraprofessional. Unfortunately, administrators do not
have
^^Duthie, Primary School Survey, p. 85.
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ample time to adequately observe the many .personnel they are
responsible for. An alternative to the time demanding obser-
vations would be to engage in "management by exception," a
business term suggesting such involvement only when the situ-
ation dictates such a need. Appropriate tools to facilitate
periodical monitoring and to provide cues of trouble or the
need for closer management inspection are use of a weekly
log and portfolio. (See Appendix H for an example of con-
tents for a portfolio of paraprofessional growth; See Appen-
dix I for an example of a format for a weekly log of para-
professional classroom experiences. The log should be com-
pleted jointly by the cooperating teacher and the parapro-
fessional
)
Longer range considerations and summative evaluations
would go beyond the interpersonal relationships of teachers
and paraprofessionals . "The program should result in the
following outcomes: greater pupil achievement; positive
pupil self-image; better school-community relations; improved
teacher morale and decreased staff turnover; and an interest
in teaching on the part of traditionally excluded minori-
m97ties
.
The evaluation process in this section deals primarily
with formative considerations based on variables that are
observable in the classroom and their effects noticeable
^"^Klopf, Bowman, and Joy, A Learning Team , p. 142
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over a. relatively short period of time . These observations-
evaluations form the base for determining what administra-
tive tools or techniques are appropriate for steering the
interpersonal relationships of cooperating teachers and
paraprofessionals on a desired course.
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PROGNOSIS
The more secure teachers are, the more likely they
are able to engage in effective helping relationships with
their paraprofessionals
. While it is true that not all
teachers are able to enter the quality of relationship
with their aides as suggested by the writer, it is fairly
certain that most teachers can improve their interpersonal
relations with their paraprofessionals
. Some teachers
surveyed generally felt that such relationships were not
possible for them because "paraprofessionals are too pushy;
they have unacceptable images; they are unorthodox in their
classroom methods and behavior; they tend to be uncoopera-
tive; they are too demanding; they cannot be given too much
freedom or responsibility; and they are taking too many
shortcuts while preparing themselves to become teachers."
On the other hand, there are increasing reports of
successful relationships between teachers and paraprofes-
sionals, and during some classroom visits made by the writer,
he found it almost impossible to tell by observation the
aide from the teacher. Teachers who took the course from
the writer on "Effective Utilization of Paraprofessionals
:
felt that they were able to make extensive progress in im-
proving their relationships with their paraprofessionals
.
Teachers committed to the concept of building helping re-
lations had far greater success than those teachers caught
up in excuses, rationales, and attitudes against developing
helping relationships.
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Appendix B
RELATIONS BETWEEN PARAPROFESSIONALS AND CLASSROOM TEACHERS
January 21, 1972
Thirty-one paraprofessionals in the Springfield Career Oppor-
tunities Program were surveyed with the following responses:
I, How would you rate your working relations with your
cooperating teacher? (Check appropriate blank)
1 Poor (Needs much improvement)
0 Fair (Needs some improvement)
17 Good (Needs little or no improvement)
13 Excellent ("Couldn’t be better")
0 Specify other description if the above
aren’t appropriate
N = 31
See Chapter III, pp. 60-62 for responses to Sections II
and III.
II. Describe the positive aspects of your relations with
your cooperating teacher.
III. Describe the negative aspects (problem areas) of your
relations with your cooperating teacher.
DO NOT SIGN THIS FORM
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Appendix C
ANALYTICAL MODEL
1
STUDY
BACKGROUND
SITUATION
2 DETERMINE
GEN-PROBLEMATIC
SITUATION
ACTUAL STATE (WHAT IS) DESIRED STATES (WHAT SHOULD BE)
3 GATHER INFORMATION
(DIAGNOSTIC QUESTIONS)
4 CLASSIFY EVIDENCE
a. facts b. inferences c. assumptions
5 DETERMINE INTERRELATIONSHIPS OF DATA
a. Isolate Symptoms b. Observe Causal Relations
I. D. PROBLEMS
a. Main Problem(s)
b. Sub-Problems
c. Organize Aspects of the Problem
ESTABLISH CRITERIA - STANDARDS
LIST - ALTERNATIVE SOLUTIONS
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Appendix C (continued)
EXPLANATION OF STEPS IN ANALYTICAL MODEL
STEPS:
1.
It is paramount that the analyst have a clear picture
of the case situation.
2.
A critical step in the model is to carefully and
correctly identify the general problematic situation.
A problem develops as obstacles are experienced while
trying to reach or create a desired state from an
actual state.
3. While it is seldom possible to obtain all desirable
information pertaining to the case, the use of diag-
nostic questions may serve to increase background
information.
4. Since information is seldom complete, it will be
necessary to develop inferences from existing data,
and logical assumptions should be so labeled.
5. The key step in the Analytical Model is to determine
the relationship of the data examined this will enable
the analyst to construct visual causal relations in order
to isolate the symptom from the problems of the case.
6.
Problems should be specifically identified and organ-
ized.
7. Standards for attaining goal (desired state) must be
reviewed before considering alternative solutions.
The final step in the Analytical
available alternative solutions;
action should be presented along
courses of action.
Model is to list all
the possibility of no
with other possible
8 .
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Appendix D
DECISION MODEL
DEVELOP DIAGNOSTIC
QUESTIONS
STUDY BACKGROUND
CASE INFORMATION
V CLASSIFY
EVIDENCE
Isolate Symptoms
Determine Causal
Relationships
a. Facts
.b. Inferences
c. Assumptions
CLEARLY DEFINE GOALS, AIMS OR OBJECTIVES
4
-4 CLEARLY DEFINE CENTRAL PROBLEM AND SUB PROBLEMS
i
REVIEW CRITERIA FOR SOLUTION
TO ALL ASPECTS OF THE PROBLEM(S)
I 8
CONSIDER AVAILABLE ALTERNATIVE SOLUTIONS awLnATIVE
I /N
MAKE TENTATIVE SELECTION OF SOLUTIONS
10
CHECK SOLUTION AGAINST PROBLEM(S)
• •
-u ^ T-F pomnlicat ions are anticipat<
If no bad effects anticipated, It
c pi i u
11
MAKE DECISION
12 1
MAKE RECOMMENDATIONS
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Appendix D (continued)
EXPLANATION OF STEPS IN DECISION MODEL
STEPS:
1. The decision maker should have a full and clear view of
the information of the case.
I
2. Diagnostic questions may serve to pinpoint pertinent
data
.
3. Case information is seldom complete; it will be ^necessary
to fill the gaps with inferences and/or assumptions.
When they are used, they should be so labeled to distin-
guish them from facts.
4. The decision maker should keep the "desired state he
wishes to attain constantly in mind; it should be clear
to him.
5. A problem develops as obstacles are experienced while
trying to reach or create a desired state ^ from an actual
state. In order to eliminate this condition, the problem
must be understood.
6. If a problem is to be completely solved, there are
usu-
ally detailed standards that must be met in different
areas
.
7.
Alternative solutions may be readily available; all
should be considered rather than the one initially
deemed best.
8 .
9.
10 .
Even after available solutions are considered,
a further
search for other alternatives should be made.
Mter comparing and contrasting the advantages
and dis-
to explain the choice made over other
choices.
Did the selection reduce or
the selection create greater
solve the problem(s)? Will
or intolerable problems?
11. MAKE DECISION (JUDGMENT).
12. Make recommendations .... for
carrying out decisio
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Appendix E
Course : Effective Utilization of Paraprofessionals in the
Classroom
Staff: Donald L. Wilkinson - Coordinator-Instructor
Staff Associate, Univ. of Mass.
Class Syllabus
- Session I - The initial class meeting will be
devoted to familiarizing teachers with fundamental concepts
of new careers in education and paraprofessional staffing in
public schools.
- Session II - A questionnaire will be adminis-
tered to survey existing attitudes concerning paraprofessional
staffing and to pinpoint special problem areas restricting
the effective utilization of aides in the classroom.
— Session III - Roles for paraprofessionals as
perceived by Worcester's cooperating teachers and parapro-
fessionals will be determined and compared with existing^ ^
unique models for utilizing paraprofessionals in other cities
- Session IV - Cooperating teachers responsibili-
ties for on-the-job training and supervision of class para-
professionals will be outlined and discussed.
- Session V - Behavioral modification and moti-
vation principles wilT
~
be suggested to improve classroom
performances of paraprofessionals.
- Session VI - A list of unique and expanded
roles for educational paraprofessionals will be
formulated
and discussed.
- Session VII - Sources of conflict in utilizing
paraprotessionals in thi“classroom will be presented
and
discussed.
- Session VIII - Models for conflict resolution
will be presented, anaiy~^d, and experimented
with.
- Session IX - The main emphasis of this
session
will be used to demonstrate those
theories.
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Appendix E (continued)
- Session X - Principles of team teaching will
be discussed and demonstrated
.
- Session XI - The Career Ladder and Lattices of
the Worcester Career Opportunity Program will be studied and
analyzed with special emphasis given to how cooperating
teachers can facilitate lateral and upward movement of para-
professionals .
- Session XII - Case material synthesized from
problem experiences by ^operating teachers will be shared
and analyzed.
- Session XIII - Major literature in the field
v/ill be reviewed and categorized and a system for improving
and sharing information will be devised.
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Appendix F
SURVEY OF SPECIAL SKILLS - TALENTS OF PARAPROFESSIONALS
NAME:
COLLEGE COURSES (List past and present courses):
JOB EXPERIENCES: Number of Months Title Responsibilities
Employed
HOBBIES:
INDICATE FOREIGN LANGUAGE ABILITY (Speak, Read, or Write):
LIST MEMBERSHIP IN ORGANIZATIONS:
MUSICAL ABILITY:
ARTISTIC ABILITY :_
EXPERIENCES IN SUPERVISING CHILDREN:
TRAVEL EXPERIENCES:
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Appendix F
VOCATIONAL GOAL:
(continued)
OTHER INTERESTS:
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156
Appendix H
PORTFOLIO to include any evidence of the paraprofessional ’ s
educational growth - experiences
Weekly log
Alternative solutions tried to solve problem(s)
Professional reading experiences:
(Brief sununary of professional reading experiences;
to include articles, books, reports, lectures, and news media)
Copies of reports/projects prepared in Education related
courses
Copies of ratings/evaluations of your performances
___ Your evaluation of the educational seminars and practicums
General notes on speakers and films
(sentence outline or narrative)
(These are only suggestions for your portfolio--you need
not be limited to these activities . . . include anything
else you feel is pertinent to your educational experiences)
(Format prepared jointly by Walter Dean and
Donald Wilkinson)
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Appendix I
WEEKLY LOG FOR PORTFOLIO
(General Record of Classroom Support-Growth Experiences)
GRADE LEVEL:
WEEK OF: to
_
197 2
(Monday) (Friday)
Briefly describe your on-the-job experiences during the week
under the appropriate headings.
I. Meetings - Planning Activities with Children or Teachers.
II. Supervision of Projects or Activities:
III. Results of Observations - Evaluations of your performances.
IV. Support Activities with Individual Students:
(to include tutoring, counseling, advising. instructing
,
etc .
)
V. Support Activities with Small Groups:
VI. Teaching Activities:
VII. Opportunities to use university
classroom experiences
on-the-job:
VXII. Professional Reading: (List
articles and books)
WEEKLY LOG FOR PORTFOLIO
Page 2
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IX. After School Activities Supported:
(School or Community related)
X. Educational innovations tried and general evaluation
of results:
XI. Problem Areas:
XII. Others:
Aide's Signature
Teacher’s Comments:
Teacher's Signature
(Format prepared jointly by Walter Dean and Donald
Wilkinson)

